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Abstract 
      This thesis presents the findings of an investigation into the musical backgrounds of 
generalist Tasmanian Initial Teacher Education (ITE) students, and the relationship between 
these ITE students’ past experiences and their readiness to include music in their future 
teaching practice. The data from 43 anonymous survey responses and four individual 
interviews were collected from ITE students enrolled in the University of Tasmania unit 
ESH130: Arts Education- Music and Visual Art in second semester, 2016. A thorough 
thematic, inductive approach to the analysis of qualitative data, with the addition of selected 
correlation and independent two-sample t-tests revealed a number of main themes. The most 
notable finding of the study was that those ITE students who participated in private music 
lessons with a specialist teacher felt more confident to integrate music into their future 
teaching practice than those ITE students who did not participate in private lessons. It was 
also found that a mix of positive and negative experiences were remembered, with the role of 
the teacher having a major impact on the way in which respondents described the nature of 
their experiences. An overall agreement that music should be integrated into generalist 
classrooms was expressed, while respondents conveyed mixed attitudes towards their 
personal levels of confidence to do so in the future. Although most ITE students felt they 
would at least be willing to try and incorporate some music, a lack of confidence and 
personal skills in music were described as major barriers to achieving this. 
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Chapter One: Introduction 
1.1 Background to the Study 
Since my childhood, music has been a major part of my life. I developed a love of 
music at an early age, starting at home with the influence of my parents who are both 
professional musicians, and later through private violin lessons, school music programs and 
outside school music groups. Once I began studying to become a generalist Primary School 
teacher I was surprised to discover that most of the Initial Teacher Education (ITE) students 
studying with me did not share my positive attitude towards music or the confidence I felt to 
integrate music into my future teaching practice. It is for this reason that I decided to research 
more deeply the musical backgrounds of Tasmanian ITE students and the possible impacts 
these past musical experiences could have had on their current self-perception of readiness to 
integrate music into future classrooms. 
Although the main motivation for this study came from my own personal experience, it is 
also situated within a body of Australian and International research, as well as a wider 
context of Australian educational review and reform. In 2005, the Australian Government 
(Commonwealth of Australia [CA], 2005) conducted a National Review of School Music 
Education and found that in many schools around Australia Primary School children were not 
receiving adequate music education. One of the reasons for this was found to be the increased 
number of generalist teachers being given high levels of responsibility to teach musical 
content without receiving adequate preparation and training (CA, 2005). This phenomenon is 
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mirrored on a global scale as Wiggins and Wiggins (2008) found that most “schools 
worldwide rely exclusively on generalist teachers for music instruction” (p. 1). It has been 
well documented that for many generalist ITE students, the increased pressure to include 
music in their future practice has been a major cause of uncertainty and anxiety both within 
Australia (Auh, 2006; Garvis, Twigg & Pendergast, 2011; Hennessy, 2000; Jeanneret, 2006; 
Russell-Bowie, 2002, 2009; Temmerman, 1991) and internationally (Bresler, 1993; Colwell 
& Berke, 2004; Hash, 2010; Kokkidou, Dionyssiou & Androutsos, 2014; Wiggins & 
Wiggins, 2008). With the introduction of a National Curriculum in Australia in recent years, 
these findings are particularly relevant, as it is becoming increasingly common for generalist 
primary teachers to be given the sole responsibility for providing a musical curriculum to 
their students without the aid of music specialists.  
1.2  Research Aims and Objectives of the Study 
 Although much has been written about this area in educational literature, the 
Tasmanian context has not been considered specifically. Tasmanian Initial Teacher 
Education (ITE) students’ musical backgrounds and their perceived readiness to include 
music in their future practice aimed to investigate the ways in which Tasmanian ITE students 
perceive their previous experiences with music and how these experiences may have 
impacted on their confidence and preparedness to incorporate music into their future practice. 
To achieve this, two main questions were explored: 
1. How do Tasmanian general Primary School and early childhood ITE students
describe their musical backgrounds?
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2. How do the musical backgrounds of Tasmanian general Primary School and early 
childhood ITE students influence their perception of their readiness to include music 
in their future practice?  
It is hoped that by conducting this research, teacher educators and policy makers can better 
design their programs, providing more informed support to generalist ITE students in their 
preparation for practice. 
 
1.3 Definitions  
      The two research questions mentioned in section 1.2 include several key terms that 
were carefully chosen to articulate the specific area of investigation. The first of these is the 
use of the term ‘musical background’. For the purposes of this study, a participant’s ‘musical 
background’ consists of all their school-age experiences with music, whether they be from 
inside or outside the education system. Another important term referred to above is 
‘readiness’. For the purposes of this study, the term ‘readiness’ is used to describe the 
combination of ‘confidence’ and ‘preparedness’ felt in response to the prospect of integrating 
music into future practice. The ‘ITE students’ referred to throughout this project were 
Tasmanian Bachelor of Education Initial Teacher Education students specialising in either 
Primary or Early Childhood Education.  
 
 
1.4 Significance of the Study 
      The significance of the study is the context in which it is situated. Although similar 
studies have been conducted internationally and throughout other parts of Australia, the 
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Tasmanian setting has not been studied specifically until now. This specific focus for the 
study was deliberately chosen to highlight the past musical experiences unique to Tasmania, 
and how these have shaped current attitudes towards music and music teaching. 
 
 
1.5 Limitations 
      While this study is significant in filling certain gaps in the current literature published 
in the area of ITE students’ musical backgrounds and their corresponding levels of 
confidence to include music in their future practice, there are certain limitations to the study 
that need to be noted. The first of these is the limited sample of 240 students enrolled in the 
Bachelor of Education, first year, compulsory unit ESH130: Arts Education: Music and 
Visual Arts. As the Chief Investigator for the study was also the Unit Coordinator for 
ESH130, this sample was chosen to give the researchers a clear channel of communication to 
a group of suitable participants within the very restricted timeframe available for the project. 
Another aspect of the study that was limited by time restrictions was its design as a single site 
study. This limitation was necessary as the timeframe for an Honours project does not allow 
for longitudinal studies.  
 
 
1.6 Methodology 
      The study operated within a qualitative paradigm based on a constructivist approach, 
with the addition of quantitative survey data analysis to further augment the results. Both 
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types of data were used to identify themes amongst the responses of the 43 survey 
respondents and the four interview participants. 
There were two data collection instruments used in the study, an online survey (Appendix A) 
comprising of 38 questions and four individual semi-structured interviews (Appendix B).  
The qualitative data from both survey and interview responses were analysed and coded 
thematically using inductive thematic analysis (Braun & Clarke, 2006). When analysing the 
quantitative data, summary statistics and frequency tables were carried out using Microsoft 
Excel. From this initial analysis, selected correlation and independent two-sample t-tests were 
carried out using SPSS. Frequency tables and contingency tables were generated and 
analysed, then presented alongside the qualitative data. 
 
 
1.7 Processes  
      The survey phase of data collection occurred between July 27 and August 8, 2016 via 
the online survey platform Qualtrics. Eligible ITE students enrolled in the unit ESH130 Arts 
Education: Music and Visual Arts were invited to participate in the online survey. At the 
completion of the survey, participants were given the opportunity to volunteer for the 
interview phase of data collection which occurred between August 11 and 29. Nine males and 
34 females ranging from age 18 to over 30 completed the survey, with one male and three 
females volunteering for the interview phase.  
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1.8 This Thesis 
          This thesis is organised into five chapters. Chapter One has broadly outlined the 
background to the study and the current educational and research climate in which it is 
situated. A very brief overview of the relevant literature in the field has also been discussed, 
along with the aims of the study, its significance, limitations, methodology and approach to 
data analysis. Chapter Two presents International and Australian literature in three areas: 
Musical Backgrounds, Confidence to Integrate Music, and the Relationship Between 
Background and Confidence. Chapter Three presents the methodology used in this project, 
the data collection tools developed and the analysis techniques employed. Chapter Four 
presents the analysis of data under three main headings: Past Experiences, Current Attitudes 
and the impact of Past Experiences on Current Attitudes. Chapter Five presents the 
conclusions of this project in response to the two research questions posed, along with some 
possible limitations and recommendations for future research. 
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Chapter Two: Literature Review 
 
2.1     Introduction 
      As stated in Chapter One, it is the aim of this thesis to describe the past musical 
backgrounds of Tasmanian ITE students and to examine the impacts these past experiences 
may have had on current attitudes towards music and readiness to teach music amongst 
participants. This chapter will provide a thorough review of the most notable and current 
research from both the Australian and international contexts in a number of key areas 
relevant to the two research questions presented in section 1.2. These include research studies 
about the musical backgrounds and attitudes of generalist ITE students, their levels of 
confidence to teach music, and the relationship between these two areas. An important gap in 
the research around ITE students’ musical backgrounds and their readiness to teach music is 
also discussed and linked to the current study. 
 
2.2    The Musical Backgrounds and Attitudes of Generalist ITE 
Students 
2.2.1 International. 
Internationally, the study of ITE students’ musical backgrounds has been investigated 
in depth (Bresler, 1993; Green, 1995; Hallam et al., 2009; Hash, 2010; Klopper, 2008; Mills, 
1989; Wiggins & Wiggins, 2008). One common theme present in a myriad of investigations 
is the very limited formal musical training experienced by ITE students from countries such 
as the Republic of South Africa, the United Kingdom (UK) and the United States of America 
 
 
 
 
 
 
18 
(USA) (Bresler, 1993; Green, 1995; Hallam et al., 2009; Hash, 2010; Klopper, 2008; Mills, 
1989; Wiggins & Wiggins, 2008). Wiggins and Wiggins (2008) in their study of 300 
generalists, documented respondents expressing “quite openly that they did not feel qualified 
to teach music” (p. 18) and that they had very little specialised music experience. This 
finding is echoed in Klopper’s 2008 South African study of 184 ITE students, in which it was 
found that the vast majority of respondents had extremely low levels of specialised music 
training, “with only 15% having any recognizable training in music” causing them to “exhibit 
limited knowledge” (p. 72).  
 
In the UK, Green (1995) asserted that ITE students’ reflections on their musical backgrounds 
were most commonly defined by negative experiences, with very little emphasis being placed 
on the positive aspects of music engagement from the past. In the study, Green states that 
“many people seem to have unhappy memories of school music lessons and feel themselves 
to be 'unmusical'” (p. 114). A more recent UK study conducted by Hallam et al. (2009) 
discovered that out of the 341 ITE students surveyed, “the majority… agreed that they would 
be an effective teacher (87%) and that they were confident about their teaching (91%)”  
(p. 224) but that only “47% agreed that they were confident about teaching music to their 
class” (pp. 224-225). Along with this lack of confidence, the majority of respondents (55%) 
“thought that specialist music teachers should teach music in Primary Schools” (p. 225) as 
opposed to generalists. 
 
In the USA Bresler (1993) found that most of the 39 participants of her study expressed a 
feeling of guilt in response to the prospect of spending class time teaching music instead of 
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‘the basics,’ as music was predominantly seen as a reward for good behaviour or a form of 
entertainment rather than a worthwhile area of study in its own right. The same study also 
noted a general lack of self-confidence in music amongst participants, with many expressing 
“that they did not teach music because they could not sing or play” (p. 5). In contrast, another 
study conducted in the USA by Colwell and Berke (2004), found that out of their 34 
respondents, “the majority… (73%) expressed having some musical experience” and that 
“students with prior musical experiences [had] a positive perception of their ability and 
attitude towards music” (p. 30). In another study based in the USA when investigating 
generalist ITE students’ attitudes towards music Hash (2010) discovered that most of the 116 
respondents perceived “music [to be] significantly less important than every other subject in 
the elementary curriculum except foreign language” (p. 13). In the same study, it was also 
stated that overall, respondents did not feel comfortable teaching musical concepts, believing 
music should be taught by a specialist, and feeling that classroom teachers are not capable of 
teaching music as they have not got the adequate level of background experience to do so.  
 
2.2.2 Australia. 
Many of the conclusions drawn from the International research in the area of musical 
backgrounds and past experiences of ITE students can also be found in Australian studies. In 
the Australian context, a substantial number of investigations have found that ITE students 
recalled their varied musical experiences (including school-based and community based 
activities) in a negative way (Auh, 2003, 2006; De Vries, 2013; Garvis, 2013; Garvis & 
Lemon, 2013; Jeanneret, 1997; Russell-Bowie, 2002). A small number of studies found ITE 
students to have a mix of positive and negative feelings towards their musical backgrounds 
(Gifford, 1993; Thorn & Brasche, 2015). Overall, however, almost all these studies 
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conducted within Australia reveal that general Primary School and early childhood ITE 
students have experienced very little formal music training and that their level of positive 
engagement with music has been sporadic (Auh, 2003, 2006; Barrett, 1994; CA, 2005; De 
Vries, 2013; Garvis & Lemon, 2013; Garvis & Pendergast, 2012; Gifford, 1993; Jeanneret, 
2006; Russell-Bowie, 2002; Swainston & Jeanneret, 2013; Thorn & Brasche, 2015).  
 
In her 2002 study of 385 NSW ITE students (along with 554 students from around the 
world), Russell-Bowie noted that many ITE students felt they had very limited understanding 
of musical skills and concepts from their past experiences, and that they associated 
themselves with not coming from a musical background. Similarly, in Auh’s 2006 study of 
83 ITE students enrolled in a NSW university, it was found that many participants had only 
very basic music experience and a lack of skills and knowledge of musical concepts. The 
same study also found that almost half of the ITE students who participated considered 
themselves to be poor singers. A more recent study of 206 ITE students from two Australian 
universities found that, overall, respondents “believe the Arts [including music] are important 
for young children’s learning [but that] it appears they have little experience to draw upon to 
develop positive beliefs of teaching the Arts in generalist classrooms” (Garvis & Lemon, 
2013, p. 103).  
 
In contrast, in a review of an Australian tertiary music education course, Gifford (1993) 
suggested that although the majority of Australian ITE students may have a limited 
background in formal music education and possess few musical skills, others do not share 
this experience and most, regardless of their background, are still able to maintain “positive 
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personal and professional attitudes towards music” (pp. 37-38). In a more recent study of 192 
University of New England ITE students, it was found that “the musical skills and 
backgrounds of pre-service teachers vary considerably” (Thorn & Brasche, 2015, p. 192), 
with some participants indicating very little or no musical experience and others indicating a 
high level of engagement with music over many years.  
 
When investigating attitudes towards the place of music within the general primary 
classroom, De Vries (2013) noted that there was a tendency for general primary teachers to 
feel that the teaching of music should not be their responsibility, as it was more common in 
their experience for specialist music teachers to fulfil the curriculum requirements in this 
area. The study also reported that a common practice upheld by generalist primary teachers is 
that “when music is taught, it is often used as an ‘add-on’ to other curricular activities and 
focuses on preparation of items for school assemblies and concerts rather than being taught 
for its intrinsic value” (De Vries, 2013, p. 376).  
 
2.3    Confidence to Teach Music 
2.3.1 International. 
The levels of confidence felt by generalist ITE students towards the teaching of music 
has been extensively studied internationally (Bresler, 1993; Colwell & Berke, 2004; Ebbeck, 
Yim & Lee, 2008; Green, 1995; Hallam et al., 2009; Hash, 2010; Hennessy, 2000; Holden & 
Button, 2006; Klopper, 2008; Kokkidou et al., 2014; Mills, 1989; Wiggins & Wiggins, 2008). 
Confidence levels to teach music experienced by generalist ITE students have consistently 
been recorded as being very low in many studies from a number of countries including the 
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Republic of South Africa, Hong Kong, the UK, Greece and the USA (Bresler, 1993; Colwell 
& Berke, 2004; Ebbeck et al., 2008; Green, 1995; Hallam et al., 2009; Hash, 2010; Hennessy, 
2000; Holden & Button, 2006; Klopper, 2008; Kokkidou et al., 2014; Mills, 1989; Wiggins & 
Wiggins, 2008). 
 
In a UK study of 40 generalist ITE students, Mills (1989) found that, overall, respondents felt 
more anxious about teaching music than any other subject in the curriculum. One key finding 
of the study was that “some [ITE] students think that they need to have musical skills 
customarily associated with music specialists - piano playing, fluent music reading, an inside 
out knowledge of 'the classics' - if they are to be effective generalist teachers of music” 
(Mills, 1989, p. 133). These findings have been supported in more recent studies by both 
Hennessy (2000) and Holden and Button (2006), who found that participants felt most 
vulnerable and uncertain about teaching music above all other subjects. Hennessy’s study of 
12 ITE students from the UK in 2000, concluded that “throughout their course [respondents] 
declared that music was the subject in which they had least confidence” (p. 188). In Holden 
and Button’s 2006 study of 71 generalists from the UK, it was found that the majority of 
participants felt underprepared to teach music and that “[the] study confirms that there is a 
lower teacher confidence in music compared to other subjects” (p. 36). In the same study, it 
was found that many participants “viewed music as a ‘specialist area’ unlike other 
[curriculum] subjects” (p. 29), and that the lack of certain musical skills and key concepts 
such as “not being able to read music made respondents feel very vulnerable” (p. 29). These 
studies also mentioned that even the ITE students who felt confident in their role as generalist 
teachers, did not feel confident to teach music effectively within this role. This phenomenon 
is discussed by Hallam et al. (2009) in their study of 341 ITE students in the UK, concluding 
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that “the trainee teachers participating in the… research reported a lack of confidence in 
teaching music in comparison with teaching in general” (p. 235). The same study addressed 
the incompetence felt by many generalists towards teaching specialised skills like those 
required in music education, stating that they “feel that they cannot contribute usefully to the 
skill and knowledge development which is essential if children are to move systematically 
through their musical education” (p. 223). 
 
In a study conducted with 284 early childhood educators in Hong Kong (Ebbeck et al., 2008), 
researchers discovered that participants lacked confidence in particular areas of music 
education. The components considered most challenging were improvisation and 
composition, with participants expressing a belief that these areas of music “require a special 
gift or natural talent for both learners and pedagogues” (Ebbeck et al., 2008, p. 27). 
Contrastingly, the study also found that the same participants did feel confident to sing with 
their students and that many did so on a regular basis.  
 
In his discussion of the benefits of UK music curriculum courses for generalist ITE students, 
Green (1995) stated that UK ITE students “lack confidence in considering musical activity to 
be possible, or even desirable as a classroom activity” (p. 114). A recent Greek study of 84 
ITE students found a similar trend, in music “almost half of the sample (46.4%) reported that 
they had experienced stress about their teaching practice” (Kokkidou et al., 2014, p. 498). 
Many studies have also found that generalist ITE students take little responsibility for the 
teaching of music, including Wiggins and Wiggins (2008) who noted that many participants 
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indicated a decreased concern for including music in their general practice when a specialist 
was employed. 
 
2.3.2 Australia. 
      The study of generalist ITE students’ levels of confidence in teaching music has been 
widely studied in Australia (Auh, 2003, 2006; CA, 2005; De Vries, 2013; Garvis, et al., 2011; 
Gifford, 1993; Jeanneret, 2006; Russell-Bowie, 2002, 2009; Swainston & Jeanneret, 2013; 
Temmerman, 1991; Thorne & Brasche, 2015). It has been well documented for some time 
that for many Australian primary and early childhood ITE students, the increased pressure to 
include music in their future practice has been a major cause of decreasing levels of 
confidence (Auh, 2003, 2006; CA, 2005; Garvis, et al., 2011; Gifford, 1993; Jeanneret, 2006; 
Russell-Bowie, 2002, 2009; Temmerman, 1991). This low level of confidence is concerning, 
as according to De Vries (2013) there is “no consistent approach throughout Australia to the 
provision of specialist music teachers in the Primary School” (p. 389), meaning many 
generalist ITE students will be graduating into an educational climate in which they may be 
expected to act as the sole provider of music education for their students (De Vries, 2013). 
According to Thorn & Brasche (2015), “the situation in NSW is particularly concerning, as 
specialist music teachers in Primary Schools are not appointed in the public system and 
therefore music education depends in most cases on generalist teachers” (p. 191). 
Unfortunately, as Roy, Baker and Hamilton (2015) note, “many pre-service teachers are often 
hesitant to engage in music education in their tertiary studies” (p. 177). This means many ITE 
students who do lack confidence are failing to use their tertiary studies in music to improve 
their levels of confidence through practice. 
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In Jeanneret’s 2006 review of the issues surrounding music education in Australian schools, 
she observed that “many generalist… preservice teachers lack the confidence to teach music” 
(p. 94) and that they also often possess low levels of confidence in their ability to effectively 
participate in musical activities themselves. De Vries (2013) found that amongst the five 
generalist teachers who participated in his 2013 study, there was a general reluctance to teach 
music and that a number of key contributing factors were to blame for this including a 
common lack of confidence towards music teaching.  
 
Auh (2006) found that the main cause of a lack of confidence for her 83 NSW based 
participants was a perceived lack of skills and knowledge of musical concepts typically 
developed through participation in musical activities. In an earlier study in 2003, Auh 
investigated ITE students’ levels of confidence and how different factors including formal 
and informal music participation opportunities affected them. Although 81% of the 49 
participants indicated that they liked music, 51% felt they lacked confidence to teach music, 
while only 18% felt confident to do so (Auh, 2003). A study conducted with a Queensland 
ITE student and school Principal (Garvis & Pendergast, 2012) raised similar concerns about 
generalists who are expected to teach the music curriculum and how they “often grapple with 
challenges including a lack of confidence, motivation and knowledge to deliver the 
curriculum successfully” (p. 107). The researchers also observed a “failure of pre-service 
teacher education and professional development to adequately prepare generalist teachers 
who are capable of including music… in the classroom” (Garvis & Pendergast, 2012, p. 120).  
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2.4    Relationship Between Musical Backgrounds and Confidence 
      In addition to the substantial number of studies conducted in Australia and 
internationally examining generalist primary and early childhood ITE students’ musical 
backgrounds and their levels of confidence to teach music, considerable research has also 
been conducted to investigate the nature of the relationship between these two areas. Many of 
the same studies mentioned above also investigated this relationship. A common theme that 
can be drawn from the bulk of this research is that there is a strong connection between ITE 
students’ musical backgrounds and their corresponding levels of confidence in their ability to 
teach music (Auh, 2003; Bresler, 1993; Colwell & Berke, 2004; CA, 2005; De Vries, 2013; 
Gifford, 1993; Hallam et al., 2009; Hanley, 1993; Hash, 2010; Hennessy, 2000; Jeanneret, 
1997; Klopper, 2008; Russell-Bowie, 2002; Temmerman, 1991). Many of these studies found 
that participants expressed negativity about their musical backgrounds, and that these past 
experiences were detrimental to their confidence levels. For example, Russell-Bowie (2002) 
considered the possible relationship between negative musical background and confidence to 
teach music, stating that “some evidence seems to indicate that this lack of a good 
background in music education decreases the [ITE] student’s self-concept in regard to their 
ability to make or teach music” (p. 34). This conclusion was reached by the researcher after 
discovering that ITE students participating in the study were “anxious about their own ability 
within the area of music and not at all confident about teaching music lessons to children” 
(2002, p. 34). In another study of 222 ITE students, Jeanneret (1997) discussed how her 
respondents’ “childhood music experiences [had] a powerful influence on the development of 
future adult attitudes about music” (p. 37). The nature of these childhood music experiences 
are described in a number of studies as often being negative, and that this hindered ITE 
students’ abilities to participate and feel confident in a range of musical opportunities that 
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were presented to them (Garvis, et al., 2011; Hennessy, 2000; Russell-Bowie, 2002, 2009; 
Temmerman, 1991). 
 
Gifford’s study of 478 Australian ITE students in 1993 found that respondents’ “previous 
musical experiences in schools [and] tuition from private music teachers… influenced [their] 
attitude towards music” (p. 39). Many of the participants in the study expressed feelings of 
incompetence and a lack of preparedness to teach music; unsurprisingly, among them “17.5% 
of the sample indicated that they had little or no music at school with only 43.4% studying 
music to year 8 and 10.5% to year 10” (p. 39). These findings highlight the strong connection 
between musical background and confidence levels amongst generalist ITE students. 
 
A study of 12 ITE students conducted in the UK (Hennessy, 2000), found that ITE students’ 
negative musical backgrounds “seemed to have left many of them with feelings of 
inadequacy and a strong belief that in order to teach music one had to be an accomplished 
performer” (p. 188). Similarly, in a more recent Australian study, De Vries (2013) discovered 
that a commonly held assumption amongst the five ITE students surveyed was that in order to 
teach music effectively, one must have a strong background in music. Hanley’s 1993 
Canadian study of 20 ITE students participating in a music education course, revealed that 
personally held assumptions in ITE students’ creation of attitudes towards teaching music 
was a common occurrence. She found that many ITE students held assumptions about music 
education and that these assumptions were regularly “based on what students experienced 
while they attended… school” (p. 10). Klopper’s (2008) study of 184 South African ITE 
students found that if these assumptions were due to a weak musical background they would 
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likely “impact on the delivery of music… through the inability of educators to provide 
extended opportunities for learners in curriculum and extramural activities” (p. 72). The 
concern Klopper expresses is similarly expressed by Bresler (1993), who concluded in her 
study of 39 ITE students that lack of confidence towards music would likely result in less 
regular and consistent music in the general classroom. The common trend in these studies is 
that generalist pre-service teachers lack confidence in teaching music and that their own 
musical experiences “frequently shape their attitude[s] towards, and confidence in, teaching 
music” (Swainston & Jeanneret, 2012, p. 92).  
 
Contrastingly, in an Australian study conducted in 2003, Auh noted a direct correlation 
between high levels of confidence towards incorporating music into general classroom 
settings, and positive music experiences. Hash’s 2010 study of 116 ITE students supports 
this, as a strong connection was drawn between those few respondents who recalled positive 
musical experiences, and a high level of confidence to integrate and teach music explicitly in 
the general classroom. Similarly, in their study of 34 ITE students, Colwell and Berke (2004) 
asserted that ITE students’ positive past experiences with music impact upon their 
willingness to advocate for the integration of music in the general classroom.  
 
In addition to positive past experiences, it has also been discovered that high quality, focused 
musical activities experienced over a long period of time (such a learning an instrument) can 
dramatically influence ITE students’ confidence levels to teach music (Hallam et al., 2009; 
Holden & Button, 2006; Gifford, 1993). Hallam et al. (2009) found that when participants 
were asked to rate their confidence to teach music, those students who were instrumentalists 
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and who had engaged with regular music activities had higher levels of confidence than 
others. These findings are supported by Holden and Button (2006) who found a “highly 
significant link… between participation in musical activities and confidence to teach music. 
This suggests that those teachers who participate in musical activities are more likely to feel 
confident to teach it” (Holden & Button, 2006, p. 33). According to Gifford (1993), there are 
a number of particular musical experiences that shape ITE students’ levels of confidence 
including “classroom singing, composing…the length of time studying music at school… and 
the number of years learning musical instruments” (p. 39).  
 
2.5    A Gap in the Research Around ITE Students’ Musical 
Backgrounds and Their Readiness to Teach Music  
           Barrett (1994) examined the effectiveness of the music education units offered to 
generalist primary and early childhood ITE students at the University of Tasmania, but did 
not investigate ITE students’ musical backgrounds or their levels of confidence in any great 
detail. Barrett’s study, conducted over 20 years ago, is virtually the only research of 
generalist ITE students’ musical preparation conducted within the Tasmanian context. 
Although it is clearly outlined in the literature review above that many researchers from 
around Australia and internationally have investigated generalist ITE students’ musical 
backgrounds and their readiness to teach music, the Tasmanian context has not been 
considered specifically. It is hence the aim of this study to investigate the ways in which 
Tasmanian ITE students perceive their musical backgrounds and how these past experiences 
may have impacted on their readiness to incorporate music into their future practice. 
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Chapter Three: Methodology 
 
3.1    Introduction 
  So far, Chapters One and Two have identified the context for this study and 
articulated the gap in the literature it aimed to address. The aim of this chapter is to outline 
the procedures and tools that were implemented in order to collect and analyse data that could 
fill this gap. This was achieved through the development of a clear research paradigm, the 
recruitment of a suitable sample, and the implementation of appropriate data collection 
instruments and analysis processes. The following paragraphs of this chapter will elaborate 
upon and justify each of these methodological decisions. 
 
3.2    Research Paradigm 
           The aim of this study was to investigate how Tasmanian educated pre-service 
generalist primary and early childhood teachers studying at the University of Tasmania 
viewed their previous experiences with music, and to explore the relationship between these 
experiences and their readiness to include music in their future practice. In order to address 
the research questions, ITE students’ past personal experiences and current attitudes needed 
to be ascertained. It was determined that a constructivist approach using surveys and semi-
structured interviews would enable the collection of data required to answer the research 
questions.  
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Creswell states that the aim of constructivist research is “to rely as much as possible on the 
participants’ views of the situation being studied” (2014, p. 8). The aim of this study was to 
understand the views of pre-service teacher participants. Creswell also outlines the emphasis 
constructivism places on the historical and social nature of meaning-making in that there is 
often a “focus on the specific contexts in which people live and work in order to understand 
the historical and cultural settings of the participants” (2014, p. 8). This demonstrates the 
need to connect beliefs and perceptions about the world to the context and situation of the 
participants; a key theme of this research. A phenomenological approach to research is one 
that focusses specifically on describing “the lived experiences of individuals about a 
phenomenon as described by participants” (Creswell, p. 14). The use of a mixed methods 
research approach was appropriate for this study as the nature of the inquiry was such that a 
combination of numerical survey data and in-depth interview responses acted to complement 
each other, offering an in-depth investigation of the topic. 
 
3.3    Sample 
           When selecting the sample for the study, purposeful sampling techniques were 
employed by the researcher to most accurately answer the research questions outlined in 
section 1.2. Creswell (2014) describes this process as “purposefully select[ing] participants or 
sites… that will best help the researcher understand the problem and the research question” 
(p. 189). When outlining this method, Sarantakos (2013) explains that “the important 
criterion of choice is the knowledge and expertise of the respondents, and hence their 
suitability for the study” (p. 178). The chosen sample for the study was Primary and Early 
Childhood ITE students enrolled in ESH130 Arts Education: Music and Visual Arts at the 
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University of Tasmania in second semester, 2016. These students were identified as 
appropriate participants due to their involvement in relevant musical activities and 
discussions as part of the unit content, and as the Chief Investigator of the study was the Unit 
Coordinator of ESH130. A total of 240 ITE students were enrolled in the unit, either studying 
online from various locations around Australia or on-campus in Launceston. These 240 
students received information about the study electronically and in class on-campus before 
they were given the opportunity to participate in the first phase of the research by completing 
an anonymous online survey. As one of the main aims of the research was to focus on the 
Tasmanian context, only those ITE students who had spent any amount of time at school in 
Tasmania were invited to volunteer for the study. Upon completion of the survey, participants 
were given the opportunity to agree to be contacted by the Student Investigator to organize an 
individual interview as part of the second phase of the research. At the completion of all data 
collection, 43 survey responses were received and four interviews were recorded. Nine males 
and 34 females ranging from age 18 to over 30 completed the survey, with one male and 
three females volunteering for the interview phase.  
 
3.4    Data Collection Instruments 
3.4.1 Survey.  
According to Creswell (2014), the implementation of a survey as a data collection 
instrument often “provides a quantitative or numeric description of trends, attitudes, or 
opinions of a population by studying a sample of that population” (p. 155). Although surveys 
are most commonly used to collect purely quantitative data, the research questions of this 
study led the researcher to seek both quantitative and qualitative data from the survey 
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respondents. Sarantakos (2013) highlights that a quick response rate, assurance of 
confidentiality and objectivity of responses are some of the key benefits of using surveys to 
collect data. In order to maximize response rates within the limited timeframe available, the 
researcher decided to distribute a short online survey to ITE students enrolled in the Bachelor 
of Education unit ESH130 Arts Education: Music and Visual Art. The survey was developed 
by the Student Investigator to specifically address the two key research questions of the 
study, and was guided by similar studies such as those conducted by Auh (2006) and Russell-
Bowie (2002).  
 
Once finalized, the 38 question survey was trialled by five University of Tasmania students to 
ensure ease of access and clarity of question content. The survey was then released via a link 
to the Qualtrics platform and was completed on an anonymous, voluntary basis by eligible 
ITE students over a 13-day period. The aim of the first eleven questions was to establish a 
demographic understanding of the respondents, through questions about gender, age, 
location, specialisation and the number of years spent at Tasmanian schools. The remaining 
questions were predominantly focused on detailing past musical experiences and current 
perceptions of readiness, and were presented in a variety of different formats including Likert 
scale, text-entry and multiple choice. Although mostly quantitative data was collected, a 
number of questions about the nature of respondents’ past musical experiences also provided 
the opportunity for qualitative data collection.  
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3.4.2 Interviews. 
Interviews provide many benefits to a study when used as a qualitative data collection 
instrument, including in-depth, detailed responses, flexibility in questioning techniques and 
the opportunity to clarify ambiguous answers (Sarantakos, 2013). It is unsurprising, then, that 
“interviews are employed as methods of data collection in most research designs, regardless 
of the underlying methodology” (Sarantakos, 2013, p. 278). According to Creswell (2014), 
qualitative interview questions such as the ones in this study are designed by the researcher to 
“elicit views and opinions from the participants” (p. 190). This method of data collection is 
well aligned to the research questions, as it was the study’s aim to investigate personal past 
experiences and current attitudes in a detailed way.  
 
When considering interview formats, the researcher concluded that semi-structured 
individual interviews would be the most appropriate for the study, as it allowed participants a 
safe space to provide honest and transparent responses while maintaining a high level of 
confidentiality. Semi-structured interviews are described by Sarantakos (2013) as having a 
set of questions with relative structure accompanied by a second set of probing questions that 
allow the interviewer to draw out a participant’s responses in a particular area of interest.  
 
The opportunity to participate in the interview phase of the study was provided to all survey 
respondents via a link at the end of the survey. This was also on a voluntary basis and those 
who opted to be contacted by the Student Investigator were given the opportunity to provide 
their details for their preferred method of contact (email, telephone or SMS). As this process 
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was conducted via a separate link, all survey responses (even those of interview participants) 
were kept separate and confidential. Out of the four interviews conducted, three were on-
campus at the University of Tasmania in Launceston, while one was conducted by telephone. 
To avoid misrepresentation or misinterpretation, all interviews were audio recorded using the 
Student Investigator’s mobile phone, and transcribed by the Student Investigator on the same 
day as the interview was conducted. Once these transcripts were completed they were sent 
back to participants for member-checking.  
 
The interview questions were developed alongside the survey by the Student Investigator to 
predominantly focus on how the participants felt their readiness to teach music had been 
influenced by their previous experiences with music. A total of nine questions were asked by 
the Student Investigator to each participant in a semi-structured interview setting, in which all 
main questions were asked in the same order and wording each time, while the Student 
Investigator exercised some flexibility when seeking more detail from a participant.  
 
3.5    Data Collection Process  
The full data collection process for this study was conducted in three phases spanning 
June to August 2016: 
 
3.5.1 Phase 1. 
June 16: Ethics application submitted for Education Faculty internal review. 
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June 25: Ethics application internal review feedback received. 
July 7: Edited ethics application submitted to Social Sciences HREC. (Appendix C) 
July 14: Ethical clearance granted by Social Sciences HREC. (Appendix D) 
 
3.5.2 Phase 2.  
July 27: Online survey released to ITE students. 
August 1: First survey reminder sent to ITE students. 
August 4: Second survey reminder sent to ITE students. 
August 7: Final survey reminder sent to ITE students. 
August 8: Online survey closed. 
 
3.5.3 Phase 3. 
August 11: Interview participants contacted by Student Investigator. 
August 17: One-on-one interviews conducted with Participant A and Participant B. 
August 18: One-on-one interview conducted with Participant C. 
August 19: One-on-one interview conducted with Participant D. 
August 29: Interview transcripts sent to Participants A, B, C and D for member-checking. 
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3.6    Reliability and Validity 
      Reliability and validity are described by Sarantakos (2013) as measures used by 
researchers to determine the quality of the research instruments used. When clarifying the 
difference between the two, Creswell (2014) explains that “validity means that the researcher 
checks for the accuracy of the findings by employing certain procedures, while reliability 
indicates that the researcher’s approach is consistent” (p. 201). One method employed to 
ensure the reliability of the data in this study was giving the Student Investigator the sole 
responsibility for interviewing, transcribing and coding the data. This reduced the risk of 
coding mistakes bred from different researcher’s interpretations of code meanings and 
individual interview styles. The validity of data was ensured in two ways: Through the 
triangulation of survey and interview data, and through member checking with interview 
participants. The survey and interview data were thoroughly compared to establish the level 
of validity present in the data corpus as a whole. This process is inherent to the inductive 
thematic analysis process used to analyse the data. The interview transcripts were also 
member checked to ensure the participants felt their opinions were accurately represented. 
 
3.7    Data Analysis  
      The data analysis approach used to code the qualitative elements of the data is known 
as inductive thematic analysis. This method is described in detail by Braun and Clarke (2006) 
as a six-stage process in which the researcher uses specific words and phrases directly 
expressed by participants to group significant ideas and concepts together into codes, and 
then into broader themes. Rather than focus on common themes recognised by past research 
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in the same area, inductive thematic analysis allows the data of the current study to ‘speak for 
itself’ and produce a natural, unforced data corpus that accurately represents the experiences 
and attitudes of the specific participants of the study (Braun & Clarke, 2006).  
 
This was achieved by dividing the data into two sub-sets: Past Experiences (see Appendix E) 
and Current Attitudes (see Appendix F). During the first stage of analysis, the Student 
Investigator transcribed and compiled all relevant data excerpts from survey and interview 
responses and noted the initial ‘big ideas’ evident in the data. Stage two was characterised by 
highlighted sections of data expressing similar concepts being grouped together. For 
example, excerpts such as “they were all very proud”, “my parents always had music on” and 
“I was chosen to do it” were grouped and then coded for External Encouragement. After all 
codes such as this were generated, groups of related codes were arranged to make broader 
themes in stage three. An example of this is the code External Encouragement being grouped 
with the code Enjoyable Experience to form the overarching theme Positive Music 
Experiences Remembered.  The final stages of the process gave the Student Investigator the 
opportunity to refine groups of codes and generate final themes before producing the report 
in stage six.  
Alongside this comprehensive qualitative analysis, the quantitative survey elements were 
analysed using a range of methods. Summary statistics and frequency tables were carried out 
using Microsoft Excel. From this initial analysis, selected correlation and independent two-
sample t-tests were carried out using SPSS. Frequency tables and contingency tables were 
generated and analysed in specific reference to the study’s two key research questions.  
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Chapter Four: Data and Analysis 
 
4.1    Introduction 
 This chapter presents data collected from the 43 survey respondents and four 
interview subjects who participated in the study, accompanied by an analysis of these data. 
The survey collected data from nine male and 34 female ITE students ranging from age 18 to 
over 30, with 60.5% of respondents being 18-20 years old. 69.7% (n=30) of respondents were 
living in Launceston at the time of the survey, with 64.3% (n=27) having attended all of their 
schooling in Tasmania. Of these respondents, Brendan, Anna, Claire and Denise took part in 
an individual interview in the two weeks following the close of the survey. These names are 
all pseudonyms, to maintain confidentiality for participating ITE students.  
 
Once both sets of data were collected, the qualitative elements were analysed using the 
thematic inductive analysis method detailed by Braun and Clarke (2006), while the 
quantitative elements were subjected to various tests as outlined in Chapter Three. In order to 
best answer the research questions of the study, the qualitative data was organised into two 
data sub-sets: Past Musical Experiences and Current Attitudes to Music. At the conclusion of 
the inductive thematic and quantitative data anaylsis phases, 12 main themes were identified. 
 
The following presentation of data outlines these 12 key themes and analyses their 
significance to the research questions. 
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4.2    Data Sub-set One (D1): Past Musical Experiences 
4.2.1 Theme 1: Circumstances of music engagement. 
           The most numerous theme to be coded in the Past Musical Experiences data sub-set 
(D1) was musical experiences being engaged in on an elective basis, occasionally on a 
compulsory basis and with a music specialist teacher. 74.4% (n=32) of survey respondents 
did not feel pressured by a parent or guardian to participate in regular music activities outside 
of school (D1). Similarly, 65.1% (n=28) of respondents did not feel pressured by a teacher to 
participate in extra-curricular music activities at school”. 
 
More elective music experiences were remembered by participants than compulsory 
experiences, with Elective Musical Involvement being coded 16 times in D1, while 
Compulsory Musical Involvement was coded only eight times. 
 
Elective Musical Involvement was coded seven times in survey responses. When referring to 
their High School experience with music, one respondent remembered that they “were 
allowed access to the music room and equipment in lunch breaks and even after school for 
band practice” (R14). A number of respondents similarly recalled High School music as an 
elective subject, with some recollections including that “music was optional after grade 8” 
(R29) and “music was an elective that ran once or twice a week” (R3). Outside of school, a 
number of respondents remembered engaging in music informally and voluntarily with either 
friends or family, such as R8 who remembers “creating music with my friends on objects 
other than instruments to experiment with sounds”. Another respondent fondly remembers 
“experimenting with rounds on long car trips” (R30) with their family.  
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Elective Musical Involvement was coded nine times in response to various interview 
questions, with all four interview participants recalling engagement with music on an elective 
basis. This included Anna who recalled that at Primary School “choir was in the lunch time”, 
Brendan who recalled that his Primary School would “offer [guitar] lessons every week for 
those who were interested”, Claire who mentioned participating in both High School band 
and outside school choir on an elective basis and Denise who recalled her High School choir 
as being “before school and it was once a week”. With the exception of Anna, all interview 
participants remembered these elective musical experiences in a positive light. 
 
Compulsory Musical Involvement was coded only twice in survey responses with both 
occurrences being in reference to Primary School music performances. R7 remembered 
spending months preparing for an annual end-of-year Christmas concert, while R19 
remembered “performing in Alice in Wonderland in Year 6” and that “every student was 
given a singing solo”. 
 
Compulsory Musical Involvement was coded six times in response to various interview 
questions, with all four interview participants recalling engagement with music on a 
compulsory basis. These memories were predominantly from Primary School or early High 
School and were mostly negative in nature. For example, Anna, when describing a negative 
experience from her early High School said “half the music class was learning music 
history… we learnt about Elvis and we learnt about Buddy Holly - obviously that’s what he 
[the music teacher] was into”. She went on to explain her experience with playing recorder 
involved being “given this giant bucket of dirty sanitized water and all the recorders that the 
whole school used, and you’d have to grab one of these and try and dry it off as best you 
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could and we were expected to put this in your mouth and use it”. As well as participating in 
school-based guitar tuition at Primary School, Brendan remembered, much less 
enthusiastically, that he “also had music every week but that was a whole class thing”.  
 
When referring to her outside school piano lessons organised by her parents, Claire said “I 
was only 7 or 8 I think when I had piano lessons and… I didn’t really enjoy that”. Denise 
also mentioned being given piano lesson by her parents, starting from the age of five. It could 
be argued that, based on the compulsory music experiences described by these participants, 
the purpose of many of them was not so much about providing an enjoyable and worthwhile 
experience for the children involved, but rather about the adults’ own agenda and feelings of 
worth. 
 
Of the 43 survey participants, 60.47% (n= 26) indicated that they participated in private 
music lessons with a specialist teacher outside of school during their school age years. 
Music Specialist Teacher was also coded 16 times in D1, while music facilitated by others 
was mentioned only once in the entire data corpus. Music specialists were explicitly 
mentioned by seven survey respondents including R3 who, when referring to their High 
School music experience, said “the teacher was a specialist in music [and] this allowing us to 
learn new skills”. A number of other respondents expressed similar feelings about the 
important role of the specialist teacher in the development of their musical skills and 
knowledge, such as R6 and R12, as well as R4 who remembered being “taught… a lot in 
regards to posture and musical notes” by their private violin teacher. 
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Music Specialist Teacher was coded nine times in D1 in response to various interview 
questions. For all four participants, music specialist teachers were remembered in a school 
setting and their role was an essential factor in the positive or negative nature of the musical 
experiences remembered. When referring to her Primary School experience of choir, Anna 
said “it wasn’t that enjoyable. Singing a bunch of songs that was handed to you, there wasn’t 
any communication between us and the choir teacher”. This implies that Anna’s experience 
would have been greatly improved if the music specialist had employed a more collaborative 
approach to teaching the choir. This experience of Primary School choir is almost identical to 
Claire’s, as she said “it wasn’t fun, the teacher we had just didn’t make it fun. I think it was 
because I felt like it was about her, more than about us and what would be meaningful” she 
went on to add that when it came time to perform in an interschool eisteddfod “she [the choir 
teacher] made us sing Ave Maria… and all the other schools did fun songs… none of us liked 
it… it was very much her… wanting to make herself look good rather than us actually 
enjoying the experience and getting something out of it”. It is clear that, like Anna, Claire felt 
her experience could have been greatly improved if the music specialist teacher had changed 
her approach. Denise had a positive early High School choir experience unlike Anna and 
Claire, but she felt less positive about her individual school piano lessons with a specialist 
teacher, as she remembered feeling “forced to do exams… by the teacher and… that was 
really bad because I didn’t want to do exams that year”. This early High School encounter 
with a music specialist clearly had an impact on Denise’s attitude towards music at the time. 
Brendan’s dominant memory of his Primary School music experience was that his school 
“had a specialised guitar teacher come… and offer lessons every week for those who were 
interested. He went on to explain that the reason this experience was so positive was because 
he felt “that one on one stuff just gave you that bit of decent grounding in an instrument and 
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allowed you to really focus a bit more”. Like the survey respondents mentioned earlier, 
Brendan found the fact that his teacher had specialist knowledge and skills in music made a 
significant difference to the quality of the learning experience remembered. 
 
4.2.2 Theme 2: Positive experiences.  
          81.4% (n=35) of respondents felt their overall memories of music from Primary School 
were positive, while 58.1% (n=25) felt their overall memories of music from High School 
were positive. The significant difference between the rates of positive Primary School music 
and the rates of positive High School music are unknown, however all of the Enjoyable 
Experience and External Encouragement coded excerpts from survey respondents referred to 
Primary School or outside school experiences, while High School music experiences were 
not mentioned. 72% (n=31) of respondents felt that overall their memories of music outside 
school were positive. 
 
When positive musical experiences were remembered they were characterised by enjoyment 
and external encouragement from others. This occurred a total of 37 times in D1. Music as an 
Enjoyable Experience was coded 10 times in the survey responses, with all of these excerpts 
being about past Primary School, outside school or general musical experiences.  Most made 
some mention of performing, including R9 who said “singing in the Festival of Voices was 
hands down the best experiences I've ever had, singing in the Federation Concert Hall in front 
of thousands of people was electrifying”. R10 also had a similar positive attitude towards 
large-scale performing, as they took part in a Primary School musical and they recalled that 
the “whole school got together around it, either singing or acting or just helping out in some 
way. Performed it in a performing arts centre for [the] wider community [was] a great 
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experience”. R19 also mentioned participating in a Primary School-wide Musical Production 
of Alice in Wonderland and that “everyone really enjoyed the experience”.  
 
Music as an Enjoyable Experience was coded 11 times in response to various interview 
questions and was mentioned in all transcripts except for Anna's (D1). Brendan, when 
referring to his positive outside school music experience in High School, said “we had the 
opportunity to make bands and as we went on through school there were things like… the 
rock challenge”. Claire and Denise both also mentioned an enjoyable school based music 
experience, with Claire recalling her time playing with the school band as positive, while 
Denise recalled her High School choir experiences as “just a nice thing to do” and her overall 
feeling towards music at school being “I just found it a really enjoyable experience”. 
 
Six survey respondents mentioned receiving some form of External Encouragement during 
their past experiences with music (D1). This encouragement was often given by teachers, 
such as in the case of R4 who said her violin teacher “was very supportive” and R5 who 
recalled “a teacher who would praise my efforts and comment positively on my 
performance”. This again emphasises the important role music specialists have in 
encouraging students in music. The other major source of external encouragement received 
by respondents was from parents, such as R21 who recalled performing at a Primary School 
Fair and “my family and friends watching and the joy that it gave me knowing that they were 
all very proud”. R31 also received external encouragement for music from a parent, in their 
case “my dad was a music teacher and getting to go to his classroom and play around on all 
the instruments was always fun”. 
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Three of the four interview subjects, Brendan, Claire and Denise, all mentioned experiencing 
some form of external encouragement in their interview responses. A total of nine excerpts 
were coded in this way. Brendan, when referring to his involvement with rock bands 
throughout High School, said “we were encouraged to form groups and given the use of the 
music room and facilities for the lunchtime or straight after school”. He went on to say that 
“later on in High School there was actually a time within school which was ‘rock band’, I’m 
not sure if it was an actual elective available to everybody but it was available to us, when the 
music teacher would actually help us in putting songs together”. These references to school-
based external encouragement received by Brendan is another reminder of how important the 
role of the teacher is in encouraging involvement in musical activities. Claire received 
external encouragement in the form of her mum’s choice to participate in the same outside 
school choir as her daughter. A similar level of parental involvement was also referred to by 
Denise, when she remarked “my parents always had music on and they were the ones that 
started us with piano lessons when we were 5”. She went on to add that “music was a fairly 
big part of my education and childhood”. Like many of the survey respondents, both Claire 
and Denise found that external encouragement came from family. 
 
4.2.3 Theme 3: Negative experiences. 
          Although only 11.6% (n=5) of respondents felt their overall memories of music from 
Primary School were negative, 27.9% (n=12) of respondents felt their overall memories of 
music from High School were negative. These statistics support the sizeable difference in 
positive Primary School music experiences compared to positive High School music 
experiences presented in 4.2.2.  
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When negative musical experiences were remembered they were characterised by a lack of 
enjoyment and an element of external discouragement from others. This occurred a total of 
27 times in D1. Instances of lack of enjoyment were coded five times in the survey responses, 
including one respondent (R28) who mentioned that when they relocated to Tasmania, they 
missed the strong music culture they were accustomed to as “the passion [for music] did not 
exist” in their new town and school. R39 also felt the manner in which their school provided 
opportunities for music engagement was negative, as their Primary School only offered music 
in the lunch time which “made the day too long without a break, and made music not 
enjoyable”. Both of these responses indicate that when their schools gave music very low 
priority, students’ musical experiences were typically negative. 
 
All four interview participants recalled not enjoying musical experiences at some time during 
their school-age years in Tasmania, with seven of the 14 codes in this area found in Anna’s 
responses alone. When reflecting on her past experiences with music, Anna commented that 
“I honestly couldn’t think of one for music that was ever positive”. She went on to explain 
that there were very limited musical opportunities provided and that a general lack of agency 
was the main reason they were not enjoyable. For Brendan, whole class music in Primary 
School was not an enjoyable experience as he recalled that “when we did get instruments it 
was always kids just banging on drums and waving guitars around and trying to make as 
much noise or silliness as possible”. In contrast to this, Denise felt the reason she did not 
enjoy piano lessons was due to an excessive amount of structure when she would have 
preferred to take it less seriously and focus on the enjoyment of playing. Both of these 
examples serve to highlight a general disconnect between music facilitators and participants 
which directly led to enjoyment being lost. 
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Three survey respondents directly mentioned past musical experiences in which they felt 
External Discouragement from a teacher, often in the form of exclusion. When referring to 
her Primary School music experience, R35 recalled being “excluded from girls’ choir, one of 
three girls in the grade. This made me feel self-conscious of my singing voice and prevented 
me from singing in the future”. Another respondent (R36) recalled that although she would 
have loved to, “only boys got to play the drums”, and R34 said “I always remember being 
told I wasn't good enough to play instruments - except the drums”. The common theme 
expressed by these respondents is that when their musical involvement was limited or 
restricted based on factors outside of their control (such as gender, musical ability or 
experience), their enjoyment and confidence in the activity was severely damaged. 
 
Three of the four interview subjects, Anna, Brendan and Denise, remembered past musical 
experiences in which they felt ‘External Discouragement’ from either a teacher or a parent. 
Like the survey respondents above, Brendan felt excluded from fully participating in Primary 
School choir because of a factor outside of his control - his “questionable voice”. He went on 
to say that the students “who could sing, or who were naturally gifted maybe… were given a 
lot more opportunity and some of the others of us were sort of asked to move back in the 
ranks”. The negative impact of this experience on Brendan’s self-confidence is clear, as he 
stated that the result of this experience was that he “always believed I couldn’t sing… Never 
really tried it again, terribly self-conscious about it”. 
 
Anna also remembered being discouraged from engaging in musical activities but by her 
family instead of a teacher. When asked to describe her experiences of music outside of 
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school, Anna explained that when it came to music, she was never “taught to enjoy it”. After 
stating that she did not participate in any musical activities outside of school, Anna said “I 
come from a family that [believes] music, arts - that’s for rich kids… wasn’t encouraged and 
they weren’t going to spend their money on it”.  
 
4.2.4 Theme 4: Music was shared both formally and informally. 
  When sharing music in the past respondents remembered formal and informal sharing 
equally, with formal sharing such as performances and competitions being coded 29 times in 
D1 while informal sharing such as rehearsals and experimental activities were coded 33 
times. The majority of formal sharing remembered by respondents was related to performing, 
with 15 respondents mentioning group music performances in D1. The nature of these group 
experiences ranged from small ensemble performances to whole school performances. Four 
respondents also recalled sharing music formally through individual performances, either for 
school assemblies or as a solo in a whole school musical production. 
 
Three of the four interview subjects, Brendan, Claire and Denise, all mentioned participating 
in musical performances in their interview responses. Both Claire and Denise remembered 
group choir performances, with Claire’s experience of this being negative while Denise’s 
experience was positive. Like Denise, Brendan’s experience of performing with his High 
School band in the interschool rock challenge was a positive one. R17, R22 and R28 all 
mentioned sharing music formally in a competition setting, with R17 and R22 both 
experiencing this for school choir. Like these respondents, Claire also recalled competing 
against other schools when she participated in choir, while Brendan’s experience was 
performing with his rock band. 
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The majority of informal music sharing remembered by respondents was related to rehearsing 
or practicing, with 13 respondents remembering this occurring at school while four 
respondents remembered rehearsing or practicing outside of school. Out of this group of 17 
respondents, 12 remembered rehearsing or practicing as part of a group, while five indicated 
that they did this on an individual basis with a specialist teacher.  
 
All four interview subjects recalled rehearsing or practicing as a group for some type of 
school music activity. Both Claire and Denise also remembered experiencing individual 
outside school rehearsals with specialist teachers, and that these were not enjoyable. 
The other setting in which respondents remembered sharing music informally on a less 
frequent basis was when they were composing or experimenting with music. R8 remembered 
participating in this musical activity with friends, while R30 remembered participating with 
family members. Brendan also remembered experimenting and composing with his friends 
and this was overall a positive experience. 
 
4.2.5 Theme 5: Barriers to music engagement included lack of confidence 
and limited access to musical opportunities. 
           Some barriers, that were reported as factors influencing respondents’ levels of 
engagement with musical experiences, included low levels of personal confidence and 
limited access to music opportunities.  
 
Four survey respondents recalled a lack of confidence in their ability to participate in musical 
activities, with two of these respondents experiencing this as performance anxiety. For 
 
 
 
 
 
 
51 
example, R6 played the organ for a number of years and yet was “very nervous preforming to 
an audience”. R34 and R35 both felt that their lack of confidence in music was a direct result 
of the negative comments they received from influential figures like teachers. Three of the 
four interview subjects, Brendan, Claire and Denise, all specifically expressed feeling a lack 
of confidence or performance anxiety at some time in their past experiences with music. Like 
the respondents mentioned above, Brendan did not participate in certain musical activities 
after his confidence in singing was greatly damaged by his choir teacher.  
 
As well as a lack of self-confidence, another important factor that made musical engagement 
difficult for respondents was limited access to musical opportunities. Four respondents 
reported feeling that music was not accessible to them at some time during their past 
experiences, including R18 who commented that “music was not often a part of education in 
Primary [school] and I completed no music after Primary School”. This lack of access to 
music was also expressed by interview respondents Anna and Denise. For Anna, the 
circumstances in which she experienced this lack of access were scattered throughout her 
school years, starting with her experience of choir only being offered during the lunchtime, to 
her extremely restrictive High School musical experience over which she felt no ownership. 
 
Finally, there were five instances in D1 where respondents have reported having Very Little 
Musical Involvement, by R1 and R18, and three times by Anna throughout her interview 
responses. Anna’s very limited exposure to musical opportunities may help to explain her 
surprising lack of inclusion in the confidence section outlined above. 
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4.3    Data Sub-set Two (D2): Current Attitudes to Music 
4.3.1 Theme 1: Varied levels of confidence. 
           A large range of confidence to include music in future practice was expressed by 
respondents, with 18 coded excerpts expressing a lack of confidence, while another 18 coded 
excerpts expressed a high level of confidence. Regardless of the level of confidence 
expressed, however, most participants had a positive attitude towards trying to include some 
music in their future practice. 
 
A Lack of Experience and Skills in Music was coded eight times in D2, with all four 
interview subjects expressing a vulnerability in this area. Anna identified the greatest 
challenge she faced was “just simply not having any background [in music], never being 
really actually taught to use an instrument in all of my school years”. Similarly, when asked 
how confident he felt, Brendan replied “not probably super confident at the moment, like I’m 
a first year student” and “the ‘ta ta ta’s’ and ‘ti ti ti’s’ and things that they use these days- I’m 
not at all familiar with that sort of stuff”. Claire noted her lack of teaching experience in 
music as a factor that decreased her confidence, stating that “I don’t have much experience or 
really any in teaching that [music]”. The lack of confidence Denise felt when faced with the 
prospect of integrating music also came from her lack of experience teaching so called “real 
music”, which she described as “actually sitting down, teaching notes and how to sight read 
and how to play a certain instrument”. She went on to explain that “I just don’t have that 
knowledge to be able to teach someone”. 
 
All four interview subjects recognised that they would have less confidence to integrate 
music in their future practice if the school they were teaching in did not encourage or support 
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the idea. For example, when asked to describe the major barriers to integrating music in the 
future, Denise stated that “I suppose the school that you teach at, because depending on what 
their views are about music that would be a challenge, if… they said ‘no we don’t want to 
teach music’, ‘we don’t want music to be a part of the education’ … obviously that would be 
a huge thing to battle your way through”. 
 
A majority of respondents (62.8%, n=27) felt ‘somewhat prepared’ to include music in their 
future teaching practice, while no participants said they felt ‘very unprepared’.  
69.7% (n=30) of respondents felt confident to some degree in their ability to integrate music 
into their future teaching practice. This is echoed by responses obtained from interview 
subjects, including Anna, who said “I could… like in early grades, like percussion - I’d be 
pretty confident to introduce things like that. Even some simple ostinato style things”. As is 
evident from Anna’s response, the complexity of the task was a factor participants considered 
alongside participants’ readiness to incorporate music, as ‘early years music’ was viewed to 
be less technical (and therefore more achievable) than teaching music to older grades. Like 
Anna, Claire felt that “in lower Primary School it will be relatively easy” to integrate some 
music, while Brendan imagined that he could quite comfortably introduce “very basic 
percussive sort of stuff”. Denise also felt somewhat confident to have a go at music by 
“singing a song and, you know, getting them to sing along”. 
 
As well as the students age and musical ability level making a difference to subjects’ levels 
of confidence, the actual musical content was also a factor, with all four subjects expressing 
heightened confidence in a specific area of music, such as percussion for Anna and Brendan, 
and group singing for Denise. Three of the four interview subjects, Anna, Brendan and Claire 
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all mentioned feeling they would be more confident to include music if they were able to 
improve their own musical skills and knowledge first. An example of this is Brendan, who 
felt he would “like to have more basic skills in music” and that before feeling truly confident 
he felt “there’s a bit of fundamental stuff that I’d like to sort of get under my belt”. Anna also 
expressed a positive attitude towards developing her own musical skills when she said “I do 
plan on actually learning a few instruments myself because I would really like to introduce 
that”. 
 
Overall, regardless of their initial levels of confidence, subjects felt generally positive 
towards the prospect of music integration and an overall willingness to have a go at it in their 
future teaching practice. An example of this is attitude can be found in Claire’s responses, as 
she stated “I’m quite positive about my ability to do that [teach music] and being able to 
work out, you know, the best way to incorporate that [music] into my classroom”. 
 
4.3.2 Theme 2: Integration. 
           Overall, participants reported that integrating music into their future teaching practice 
was important, and that it would benefit their future students in a variety of ways. An 
overwhelming majority of survey respondents (97.6%, n=42) agreed that integrating music 
into their future teaching practice would be beneficial to their students. Music Integration 
was coded 9 times in D2, with all four interview subjects agreeing that music integration was 
important and would provide many benefits to their future students’ learning. Almost all of 
the benefits cited by respondents were related to students learning or engagement with skills 
not directly related to music, including making learning more interesting or engaging, 
assisting students with exceptionalities to communicate more effectively, increasing 
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enjoyment levels of all students in general, and providing opportunities for students to work 
cooperatively as a team. An example of this can be found in Claire’s response when asked if 
she believed integrating music into her future classroom would be beneficial, saying “I think 
it just adds that extra little bit of interest and enjoyment rather than focusing purely on 
academic[s]… [music] reaches a wider range of students that might otherwise feel a little… 
disengaged with the normal learning environment”.  
 
4.3.3 Theme 3: Everyone should be responsible for teaching music. 
          All four interview subjects felt the teaching of music should be a shared responsibility 
between music specialist teachers, general classroom teachers and parents. When asked 
“whose responsibility is it to teach music?”, all subjects mentioned the important role 
specialist music teachers play in the teaching of music. Anna viewed these music specialists’ 
role to be providing more expertise and musical knowledge in circumstances a generalist may 
feel unqualified, for example “when you’ve got… your gifted students that want to learn 
more instruments”. Brendan provided similar reasons for the need for a music specialist as he 
believed “that one-on-one [tuition] and that specialist training does help”. 
 
According to all four interview subjects, general classroom teachers, especially those in 
Primary School, should receive more training in music and the arts so that they can share 
responsibility for the teaching of music alongside music specialists. For Anna, generalists had 
an important responsibility to teach music but they “should be educated more in the arts so 
that they can use it throughout their classrooms”. Claire also agreed that “the actual 
classroom teacher does have a responsibility to introduce children [to music] and encourage 
musical activities and enjoyment of music”. Brendan and Denise both believed that parents 
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should also take some responsibility for teaching music to children, as Brendan stated “I 
think music is really important and I would encourage it to be taught from as early as 
possible”. 
 
4.3.4 Theme 4: Music for the sake of music. 
           Music was considered to be intrinsically beneficial by three of the four interview 
subjects, Anna, Brendan and Denise. Some examples provided by these subjects include 
learning to play a musical instrument, incorporating music appreciation into the classroom 
and learning music-specific skills such as reading music and general music theory. 
 
4.4    Past Experiences Impact on Current Attitudes 
4.4.1 Theme 1: Impact of private lessons on confidence and preparedness. 
           By far the most important finding of this study is a correlation (𝑝 =  .011) between 
those ITE students who participated in private music lessons outside of school and higher 
levels of confidence to include music in future teaching practice. 
 
Table 1: Impact of Private Lessons on Confidence 
Confident to integrate music into 
future teaching practice  
Did participate 
in private lessons 
Did not participate 
in private lessons 
Grand Total 
Strongly Agree 6 1 7 
Somewhat Agree 16 7 23 
Neither 2 5 7 
Somewhat Disagree 2 4 6 
Strongly Disagree 0 0 0 
Grand Total 26 17 43 
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As may be seen in Table 1, survey respondents were asked how strongly they agreed with the 
statement “I feel confident to integrate music into my future teaching practice” on a scale 
from 1 to 5, where 1 represented ‘strongly agree’ and 5 represented ‘strongly disagree’. 
60.4% (n=26) of respondents indicated that they participated in private music lessons at some 
time in the past, while 39.5% (n=17) indicated that they did not. The mean confidence score 
for those ITE students who had private lessons was 𝜇 = 2.00 as opposed to the mean 
confidence score for those ITE students who did not have lessons which was 𝜇 = 2.71. As a 
higher score indicates less confidence, those ITE students who had private lessons were more 
likely to feel confident to integrate music into their future teaching practice than those ITE 
students who did not have private lessons.  
 
Another important finding of this study is a clear relationship between those ITE students 
who participated in private music lessons outside of school and greater preparedness to 
include music in future teaching practice. 
 
Table 2: Impact of Private Lessons on Preparedness to Teach 
 
As may be seen in Table 2, survey respondents were asked “as an Initial Teacher Education 
student, how prepared do you feel to include Music in your future teaching practice?”. 
Level of preparedness to include 
music in future teaching practice  
Did participate 
in private lessons 
Did not participate 
in private lessons 
Grand Total 
Well Prepared 2 0 2 
Somewhat Prepared 18 9 27 
Somewhat Unprepared 6 8 14 
Very Unprepared 0 0 0 
Grand Total 26 17 43 
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Respondents were given the opportunity to answer on a scale from 1 to 5, where 1 
represented ‘well prepared’ and 5 represented ‘very unprepared’. Those who had private 
lessons felt more prepared to integrate music into their future teaching practice than those 
who did not have private lessons (𝑝 =  .063). The mean preparedness score for those ITE 
students who had private lessons was 𝜇 = 2.14 as opposed to the mean preparedness score 
for those ITE students who did not have private lessons which was 𝜇 = 2.47. As a higher 
score indicates less confidence, those ITE students who had private lessons were more likely 
to feel prepared to include music in their future teaching practice than those ITE students who 
did not have private lessons.  
 
However, there was no statistically significant correlation found between the number of years 
spent by ITE students studying an instrument and their level of confidence or preparedness to 
integrate music into their future teaching. The correlation between the number of years ITE 
students played an instrument privately and their level of confidence to integrate music was 
not statistically significant (𝑝 =  .457). Likewise, the correlation between the number of 
years ITE students played an instrument privately and their level of preparedness to teach 
music was not statistically significant (𝑝 =  .300). 
The absence of any notable correlation in this case could be explained by the number of 
participants who learned an instrument privately (n=26, 60.4%), the fact that only 17 of the 
26 participants who indicated they learnt an instrument privately outside of school mentioned 
how many years they studied for, or because there truly is no correlatio n.  
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4.4.2 Theme 2: Past experiences impacted current confidence. 
           A vast majority of respondents believed that their previous school musical experiences 
had impacted on their current levels of confidence to include music in their future teaching 
practice. 83.7% (n=36) of respondents agreed with the statement “my previous musical 
experiences at school have impacted on my current level of confidence to integrate music in a 
general classroom setting”. More than half of the survey respondents also believed that their 
previous outside school music experiences had impacted on their current levels of confidence 
to include music in their future teaching practice. 58.1% (n=25) of respondents agreed with 
the statement “my previous musical experiences outside of school have impacted on my 
current level of confidence to integrate music in a general classroom setting”. These data 
indicate that for these respondents, their previous experiences with music, especially school 
based experiences, were perceived to have a significant impact on their current attitudes 
towards the place of music in their future classrooms and the level of value they place on it. 
A number of the key Australian research studies discussed in Chapter Two are supported by 
this finding, including Temmerman (1991), Gifford (1993), Jeanneret, (1997), Russell-Bowie 
(2002; 2009), and Garvis, et al. (2011). 
 
4.4.3 Theme 3: Impact of group music outside school on confidence and 
preparedness to integrate music. 
          Although only 16.3% (n=7) of respondents indicated participating in group music 
activities outside school, all of these respondents agreed that they had a positive outside 
school music overall. This same group of respondents also all felt prepared and confident to 
integrate music into their future teaching practice.  
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Table 3: Impact of Positive Outside School Music Experience on Confidence 
 
In Table 3, respondents’ confidence to integrate music is compared with how strongly they 
agreed with the statement “Overall, my memories of music outside school are positive”. 
Included among the 22 respondents who agreed with both statements were all seven 
respondents who participated in group music outside school. This suggests that for these 
participants, their involvement in group music activities outside of school may have 
positively affected their current levels of confidence to integrate music into their future 
teaching practice. 
 
Table 4: Impact of Positive Outside School Music on Preparedness 
 
Outside school music positive overall 
 
Confident to integrate 
music into future 
teaching practice  
Strongly 
Agree 
Somewhat 
Agree 
Neither Somewhat 
Disagree 
Strongly 
Disagree 
Grand 
Total 
Strongly Agree 4 1 2 0 0 7 
Somewhat Agree 10 7 5 0 1 23 
Neither 1 3 3 0 0 7 
Somewhat Disagree 2 3 1 0 0 6 
Strongly Disagree 0 0 0 0 0 0 
Grand Total 17 14 11 0 1 43 
 
Overall positive outside school music remembered 
 
Level of preparedness to 
include music in future 
teaching practice  
Strongly 
Agree 
Somewhat 
Agree 
Neither Somewhat 
Disagree 
Strongly 
Disagree 
Grand 
Total 
Well Prepared 2 0 0 0 0 2 
Somewhat Prepared 12 8 7 0 0 27 
Somewhat Unprepared 3 6 4 0 1 14 
Very Unprepared 0 0 0 0 0 0 
Grand Total 17 14 11 0 1 43 
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In Table 4, respondents’ preparedness to include music in future teaching practice is 
compared with how strongly they agreed with the statement “Overall, my memories of music 
outside school are positive”. Included among the 22 respondents who agreed with both 
statements were all seven respondents who participated in group music outside school. This 
suggests that there may also be a relationship between these respondents’ experiences with 
group music outside school and preparedness to include music in their future teaching 
practice. These findings support the research of Auh (2003), who noted a direct correlation 
between high levels of confidence towards incorporating music into general classroom 
settings and positive music experiences in the Australian setting. In the UK, Holden and 
Button (2006) also reported a clear relationship between participation in musical activities 
and confidence to teach music.  
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Chapter 5: Conclusion 
 
5.1    Introduction 
It was the aim of this study to answer the two key research questions identified by the 
researcher: 
1. How do Tasmanian general Primary School and early childhood Initial Teacher 
Education students describe their musical backgrounds?  
2. How do the musical backgrounds of Tasmanian general Primary School and early 
childhood Initial Teacher Education students influence their perception of their 
readiness to include music in their future practice?  
This chapter draws conclusions from the analysis of data, highlights the connections of these 
data to the research questions and suggests future avenues for research in this area.  
 
5.2    Research Question One 
 The first of the two research questions sought to understand the nature of Tasmanian 
ITE students’ musical backgrounds. A breadth of data were firstly collected from survey 
respondents and subsequently a greater level of detail and depth of data were collected from 
the four interview participants. A rigorous and robust, thematic, inductive analysis of data 
highlighted a number of key themes from those data. 
 
Overall, participants recalled that when they engaged with music during their school-aged 
years it was most commonly with a music specialist teacher and on an elective basis. 
Participants remembered music both positively and negatively, with positive Primary School 
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music being more commonly experienced than positive High School music. This suggests a 
diversity of experiences amongst the participants of the study within the Tasmanian context, 
which supports the findings of Gifford (1993) and Thorn and Brasche (2015) who both 
reported a mix of positive and negative musical experiences being expressed by ITE students.  
 
Participants remembered sharing music both formally and informally, with musical 
performances and rehearsals being experienced most frequently. Many participants indicated 
they encountered some specific barriers when it came to participating in and enjoying music 
as a school-aged young person in Tasmania. These included limited access to musical 
opportunities and, possibly most notably, a lack of confidence or performance anxiety 
experienced by some. These findings are similar to many previous studies conducted within 
Australia and in an International context (Auh, 2003, 2006; De Vries, 2013; Garvis & 
Lemon, 2013; Green, 1995; Hennessy, 2000; Jeanneret, 1997; Russell-Bowie, 2002). 
 
5.3    Research Question Two 
 The second research question sought to understand the relationship between 
Tasmanian ITE students’ musical backgrounds and their perceived readiness to include music 
in their future teaching practice. These data were collected in a broad way from survey 
respondents and in more depth from the four interview participants. A number of key themes 
have been highlighted as significant. 
 
The most significant finding to come from the study is that there is a correlation between 
those ITE students who recalled participating in private music lessons outside of school, and 
greater confidence and preparedness to include music in future teaching practice. This 
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correlation was similarly reported by a number of studies (Gifford, 1993; Holden & Button, 
2006) including Hallam et al. (2009) who found that when participants were asked to rate 
their confidence to teach music, those students who were instrumentalists and who had 
engaged with regular music activities, including private music lessons, had higher levels of 
confidence than others.  
 
Most respondents felt their past experience with music had impacted their current levels of 
confidence to integrate music in some way, with 83.7% (n=36) of respondents agreeing with 
the statement “my previous musical experiences at school have impacted on my current level 
of confidence to integrate music in a general classroom setting”. This assessment was also 
true for all four interview subjects, who recalled a rich variety of musical experiences and 
spoke of the lasting impact many of these had on their current attitudes towards the teaching 
of music. 
 
5.4 Conclusion  
5.4.1 Limitations of the study. 
Data collected have suggested some key findings in the area of ITE students’ musical 
backgrounds and the diverse impacts these varied experiences have had on their perceived 
readiness (confidence and preparedness) to include music in their future general classroom 
practice. Most significantly, a strong link was found between those ITE students who 
participated in private music lessons outside school and a greater level of confidence and 
preparedness to include music in future teaching practice. The project did, however, have a 
number of limiting factors that must be mentioned. 
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The most notable limitation of the study was its scope: only focusing on Tasmanian ITE 
students enrolled in the core, mandatory first year Arts education unit in the Bachelor of 
Education. Conducting the project within the Tasmanian context brought the data in line with 
the research questions, but the decision to limit the study in this way was also made by the 
researcher to ease data analysis within the extremely limited timeframe available to conduct 
an Honours project. A relatively small number of responses were received for the survey 
component of the study, with 17.9% (n=43) of the 240 potentially eligible ITE students 
participating. It is worth noting that it was not possible to establish the number of students in 
the unit who were educated in Tasmania, thus this participation rate cannot be regarded as 
reliable. 
 
5.4.2 Recommendations for future research. 
Despite the limitations of this research project the conclusions drawn from the 
analysis of data support the literature in this area, as indicated in sections 5.2 and 5.3. Various 
aspects of the research project however could be explored in greater detail through future 
research.  
 
Of particular interest are the findings related to outside school music lessons and levels of 
confidence and preparedness to teach music. This could be approached in two ways, by 
conducting a broader survey study with a wide range of participants, or a deeper qualitative 
approach focusing on collecting rich interview responses in relation to the nature of past 
experiences with music. Regardless of the method, in order to further validate and extend the 
findings of this study, a larger study on the same topic is necessary.  
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In Chapter One, I mentioned feeling surprised that many fellow ITE students had negative 
memories associated with their musical backgrounds, and had very little confidence in their 
own ability to integrate music based on a lack of musical skills. After completing this 
investigation, I now feel that for many ITE students, the nature of their musical experiences 
from the past have clearly affected their confidence to teach music in the future. 
Unfortunately, many ITE students have a negative attitude towards their own ability to 
include music in their future teaching, even though the majority believe it is important and 
are willing to try. With this in mind, it could be worthwhile for tertiary teacher training 
courses to include more opportunities for ITE students to develop a particular musical skill 
over a period of time such as playing guitar, ukulele or piano, as this could provide a tool that 
would greatly increase ITE students’ confidence to integrate music.  
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Appendix A: Survey Questions 
 
Online Survey Questions 
 
Participant Information 
 
Q1: What is your gender? 
 
a) Male 
b) Female 
 
Q2: What is your age? 
 
 
Q3: Where do you currently live? 
 
a) Greater Hobart Area 
b) Greater Launceston Area 
c) Other- within Tasmania (please specify) 
d) Other- outside Tasmania (please specify) 
 
Q4: What is your specialization? 
  
a) Primary 
b) Early Childhood 
 
Q5: What is your mode of study at UTAS? 
 
a) Full-time study 
b) Part-time study 
 
Q6: How are you completing your study at UTAS? 
 
a) Fully on campus 
b) Fully online 
c) A combination of on campus and online 
 
Q7: How many years did you attend school in Tasmania (Kindergarten- Grade 12)? 
 
Q8: How many different schools did you attend in this time? 
 
Q9: Where in Tasmania did you complete the bulk of this time? 
 
a) Greater Hobart Area 
b) Greater Launceston Area 
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c) North-West Coast 
d) Other (please specify) 
 
Previous Experiences with Music 
 
Q10: How strongly do you agree/disagree with the following statements about your previous 
school-age experiences with music. (Select either strongly agree, agree, neither agree nor 
disagree, disagree, or strongly disagree). 
x Music was a big part of my primary school community. 
x When I was in primary school I looked forward to music activities. 
x Music was a big part of my high school community. 
x When I was in high school I looked forward to music activities. 
x I felt pressured by a parent/guardian to participate in regular musical activities outside 
of school (such as private music lessons or community based music groups). 
x I felt pressured by a teacher to participate in extra-curricular music activities at school 
(e.g. school choir or small group ensembles). 
x Overall, my memories of music in primary school are positive. 
x Overall, my memories of music in high school are positive. 
x Overall, my memories of music outside school are positive. 
 
Q11: Did you regularly participate in some form of musical activity outside school? (e.g. 
private piano lessons, choir or community orchestra).   
- If so, what was the activity/instrument? 
 
Q12: Did any of your close family members (e.g. mother, father, siblings) participate in some 
form of musical activity outside school? (e.g. private piano lessons, choir or community 
orchestra). 
- If so, which family member(s) and what was the activity/instrument? 
 
Current Attitudes Towards Music 
 
Q13: On a scale of 1- 10, how comfortable do you feel about using music in the future as a 
classroom teacher? (1= not at all confident, 10= exceptionally confident). 
 
Q14: How strongly do you agree/disagree with the following statements about your current 
attitude towards music. (Select either strongly agree, agree, neither agree nor disagree, 
disagree, or strongly disagree). 
 
x Music is an important part of my personal life. 
x I enjoy listening to music. 
x I listen to music on a regular basis. 
x Music is an important part of my life as a generalist teacher. 
x I feel confident to integrate music into my future teaching practice. 
x It will not be my responsibility to teach music to my future students. 
x Integrating music into my future classroom will benefit my students. 
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x My previous experiences with school music have impacted on my current attitude 
towards music in my future classroom. 
x My previous experiences with music outside school have impacted on my current 
attitude towards music in my future classroom.  
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Appendix B: Interview Questions 
 
Interview Questions 
 
 
1.         Describe your experience of school in Tasmania. (Prompt: public/private school, 
rural/city setting, region, school name, for how many years).  
2. Describe one positive musical experience from your time at school in Tasmania. 
(Prompt: primary/high school? What made it so positive?) 
3. Describe one negative musical experience from your time at school in Tasmania. 
(Prompt: primary/ high school? What made it so negative?) 
4. Did you engage in any musical activities outside of school? If yes, describe one of 
these activities.  
5. In your view, whose responsibility is it to teach music? (Prompt: why do you hold this 
view?) 
6. As a future Primary/ Early Childhood teacher, do you feel that incorporating music 
into your classroom is beneficial? (Prompt: why do you hold this view?) 
7. How confident do you feel to teach music to your future students?  
8. What do you feel are the biggest challenges for you in incorporating music into your 
future teaching practice? (Prompt: resources, time in the school day (over-crowded 
curriculum), personal knowledge/ skills, confidence) 
9. Any further comments/ reflections? 
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Appendix C: Ethics Application 
 
 
Version August 15          Page 1 of 25 
 
 
 
SOCIAL SCIENCE HREC 
MINIMAL RISK APPLICATION 
 
Important: Please send an electronic version of this form as a Word document along with all 
attachments to katherine.shaw@utas.edu.au.  
A signed copy of this form also needs to be forwarded electronically. 
 
If you have any questions, please call: 6226 2763 
 
 
1. Title of proposed investigation 
Tasmanian Initial Teacher Education (ITE) students’ musical backgrounds and their perceived readiness 
to include music in their future practice. 
 
 
2.   Expected commencement date: Expected completion date of project 
   
 July 11th 2016  November 5th  2016 
 
 
3. Investigators:   
A. Chief Investigator (Note: This is the researcher with ultimate responsibility for the project.  The CI    
                                                    may not be a student) 
Given Name 
Dr William 
Surname 
Baker 
Staff Position:  
Lecturer 
 Qualifications: B. Mus. Ed; M. Ed; Ed.D; 
BA (Fine Art).  
 
Staff ID: 02340743  
 
School &    
Division:     Education 
 
Contact Address: Locked Bag 1307 Launceston, 7250 
 
Telephone: 
63243407 
  Email: bill.baker@utas.edu.au 
  (Required) 
HUMAN RESEARCH ETHICS COMMITTEE  
(TASMANIA) NETWORK 
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Informed Consent (Qualtrics survey screen) 
By clicking ‘I agree’ I acknowledge the following. 
x I agree to participate in this research study.  
x I have read and understood the information for this project provided in the email 
sent to me.  
x I have been made aware of the nature and possible effects of the study. I 
understand that the study involves completion of a short survey (around 20 
minutes), and my potential participation in an interview (around 45 minutes) if I 
elect to do so.  
x I understand that the survey is anonymous unless I volunteer for an interview. I 
understand that interview data will only be identifiable by the researcher and that 
pseudonyms will be used in any publication.  
x I understand that all research data will be securely stored on the University of 
Tasmania premises for five years, and will then be destroyed [or will be destroyed 
when no longer required].  
x I agree that research data gathered from me for the study may be published 
provided that I cannot be identified as a participant.  
x I understand that the researchers will maintain my identity confidential and that any 
information I supply to the researchers will be used only for the purposes of the 
research.  
x I agree that my participation is voluntary. I understand that as my data is 
anonymous, I will not be able to withdraw once the survey is complete. If I volunteer 
for an interview I understand that I may withdraw at any time without any effect, 
and if I so wish may request that any data I have supplied to date be withdrawn 
from the research where possible.  
Online Survey Questions 
Participant Information 
Q1: What is your gender? 
c) Male
d) Female
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Q2: What is your age? 
 
 
Q3: Where do you currently live? 
 
e) Greater Hobart Area 
f) Greater Launceston Area 
g) Other- within Tasmania (please specify) 
h) Other- outside Tasmania (please specify) 
 
Q4: What is your specialization? 
  
c) Primary 
d) Early Childhood 
 
Q5: What is your mode of study at UTAS? 
 
c) Full-time study 
d) Part-time study 
 
Q6: How are you completing your study at UTAS? 
 
d) Fully on campus 
e) Fully online 
f) A combination of on campus and online 
 
Q7: How many years did you attend school in Tasmania (Kindergarten- Grade 12)? 
 
Q8: How many different schools did you attend in this time? 
 
 
Q9: Where in Tasmania did you complete the bulk of this time? 
 
e) Greater Hobart Area 
f) Greater Launceston Area 
g) North-West Coast 
h) Other (please specify) 
 
Previous Experiences with Music 
 
Q10: How strongly do you agree/disagree with the following statements about your 
previous school-age experiences with music. (Select either strongly agree, agree, neither 
agree nor disagree, disagree, or strongly disagree). 
x Music was a big part of my primary school community. 
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x When I was in primary school I looked forward to music activities. 
x Music was a big part of my high school community. 
x When I was in high school I looked forward to music activities. 
x I felt pressured by a parent/guardian to participate in regular music activities outside 
of school (such as private music lessons or community based music groups). 
x I felt pressured by a teacher to participate in extra-curricular music activities at 
school (e.g. school choir or small group ensembles). 
x Overall, my memories of music in primary school are positive. 
x Overall, my memories of music in high school are positive. 
x Overall, my memories of music outside school are positive. 
 
Q11: Did you regularly participate in some form of musical activity outside school? (e.g. 
private piano lessons, choir or community orchestra).   
- If so, list the activities/instrument(s)? 
 
Q12: Did any of your close family members (e.g. mother, father, siblings) participate in some 
form of musical activity outside school? (e.g. private piano lessons, choir or community 
orchestra). 
- If so, list which family member(s) and what the activity/instrument was? 
 
Current Attitudes Towards Music 
 
Q13: On a scale from 1- 10, how comfortable do you feel about incorporating music into 
your future classroom? (1= not at all confident, 10= exceptionally confident). 
 
Q14: How strongly do you agree/disagree with the following statements about your current 
attitude towards music. (Select either strongly agree, agree, neither agree nor disagree, 
disagree, or strongly disagree). 
 
x Music is an important part of my personal life. 
x I enjoy listening to music. 
x I listen to music on a regular basis. 
x I feel confident to integrate music into my future teaching practice. 
x Integrating music into my future classroom will benefit my students. 
x My previous experiences of music at school have impacted on my current level of 
confidence in using music in the general Primary/Early childhood setting. 
x My previous experiences with music outside school have impacted on my current 
level of confidence in music. 
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Invitation Email 
 
Dear Initial Teacher Education Students, 
 
You are invited to participate in a study entitled: Tasmanian Initial Teacher 
Education (ITE) students’ musical backgrounds and their perceived readiness 
to include music in their future practice. The purpose of this study is to gain a 
deeper understanding of the past musical experiences of ITE students and how 
these experiences may have impacted positively or negatively on their current 
readiness to incorporate music into their future classrooms.  
This research project investigates two research questions: 
1. How do Tasmanian general primary school and early childhood Initial 
Teacher Education students describe their musical backgrounds?  
2. How do the musical backgrounds of Tasmanian general primary school 
and early childhood Initial Teacher Education students influence their 
perception of their readiness to include music in their future practice?  
 
You have been invited to participate in this research because you are a first year 
Primary or Early Childhood Bachelor of Education student enrolled in the unit 
ESH130 Arts Education: Music and Visual Arts at the University of Tasmania. 
As part of this research you will be asked to answer a short 15-minute online 
survey, and you can also choose to participate in a 45-minute semi-structured 
interview as a follow up. 
 
A request for your consent is included at the start of the survey, and if you 
would like to participate all you need do is read the ‘Project Information’ 
provided in the attached information sheet and follow the link to the Qualtrics 
website to complete the online survey. To access the survey please click on the 
following link: 
 
At the conclusion of the survey you will also be asked if you are interested in 
participating in the interview phase of the project. We hope you consider 
accepting this invitation. 
 
Thank you for considering this request, 
Rebecca Bryan (Student Investigator), Dr. Bill Baker and Dr. Robyn Reaburn 
University of Tasmania, Faculty of Education. 
Project Information 
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Information Sheet 
 
1. What is the purpose of this study? 
The purpose of this study is to gain a deeper understanding of the past musical 
experiences of Tasmanian ITE students and how these experiences may have 
impacted positively or negatively on their current readiness to incorporate 
music into their future classrooms. Specifically, this project explores: 1) the 
musical backgrounds of Tasmanian ITE students, and 2) the potential impact 
these experiences may have had on current readiness to include music in 
classroom practice. 
 
2. Why have I been invited to participate? 
You have been invited to participate in this research because you are a first year 
Primary or Early Childhood Bachelor of Education student enrolled in the unit 
ESH130 Arts Education: Music and Visual Arts at the University of Tasmania. 
Your involvement is voluntary, and there are clearly no consequences if you 
decide not to participate. 
 
3. What will I be asked to do? 
You will be asked to complete a 20-minute Qualtrics online survey. You will 
also be invited to participate in a 45-minute interview; if you do not wish to 
participate in an interview then your involvement will conclude. Surveys will 
take place using Qualtrics, and one-on-one interviews will take place in person 
with the Student Investigator. All interviews will be audio recorded and you 
will be provided with a copy of the transcript for your approval. 
 
4. Are there any possible benefits from participation in this study? 
The benefits of your participation in this study are: contribution to knowledge in 
this expanding area of university learning and teaching, improved outcomes for 
ITE students through the dissemination of this knowledge, and ultimately 
improved music instruction for Tasmanian Early Childhood and Primary 
students.  
 
5. Are there any possible risks from participation in this study? 
There are no foreseeable risks for this study. All identifying data will be 
removed from interviews and pseudonyms used in any future publications. No 
identifying data will be released to your lecturer in this unit at any time and the 
lecturer will only see the non-identified data after the unit results have been 
released.  
 
6. What if I change my mind during or after the study? 
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Once you have completed the survey your data will not be able to be removed 
as it is anonymous unless you have volunteered for an interview. If you 
volunteer for an interview you are free to withdraw at any time throughout the 
study without providing an explanation. If you do choose to withdraw from the 
study your data will be removed and will not be used (except in the case of 
survey data which may not be able to be separated once the survey is complete). 
 
7. What will happen to the information when this study is over? 
The raw data will be kept on university password protected computers in the 
researchers’ offices and in the University cloud storage system. It will be 
removed after five years after the publication of research findings.  
 
8. How will the results of the study be published? 
Findings from this research will be presented in the Student Investigators 
Honours Thesis and may be presented at Education conferences. Any 
identifying data will not be included   and pseudonyms used in any future 
publications. 
 
9. What if I have questions about this study? 
If you have any questions about the study you can contact the following people:  
-Rebecca Bryan Email: rfbryan@utas.edu.au Telephone (BH): 0429723673 
-Dr. William Baker Email: Bill.Baker@utas.edu.au 
Telephone (BH): 03 6324 3407  
-Dr. Robyn Reaburn Email: robyn.reaburn@utas.edu.au Telephone (BH): 
63243057 
 
This study has been approved by the Tasmanian Social Sciences Human 
Research Ethics Committee. If you have concerns or complaints about the 
conduct of this study, please contact the Executive Officer of the HREC 
(Tasmania) Network on (03) 6226 7479 or email human.ethics@utas.edu.au. 
The Executive Officer is the person nominated to receive complaints from 
research participants. Please quote ethics reference number [Xxxxxx]. 
Please keep this information sheet for future reference. 
 
Rebecca Bryan, Dr. Bill Baker and Dr. Robyn Reaburn 
 
University of Tasmania, Faculty of Education. 
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Draft Interview Questions (As this will be a semi-structured interview, 
questions may not all be asked in this particular wording or order) 
 
1. Describe one of the most positive musical experiences from your time at school. 
Prompt: Primary school/ high school? Outside/ inside school? Why was it positive i.e. 
engaging, enjoyable, encouraging teacher? 
2. Describe one of the most negative musical experiences from your time at school. 
Prompt: Primary school/ high school? Outside/ inside school? Why was it negative 
i.e. not interesting, stress-inducing, overly critical teacher, too high expectations? 
3. Overall, people who responded to the survey said they felt…. (positive/negative) … 
towards incorporating music into their future classrooms. What are your thoughts on 
this? 
4. Regardless of your confidence level, do you feel that incorporating music into your 
future generalist classroom is something important/beneficial? Prompt: For you? For 
students in general? Why do you hold this view? 
5. Are you aware of any schools or education facilities that do not have specialist music 
facilities/ specialist music teachers? 
6. If your future school required you to take responsibility for your students’ music 
education without the help of a specialist music teacher, what would be your reaction? 
Prompt: positive/ negative/ anxious/ prepared, do you feel that it should always be a 
specialist’s responsibility? 
7. What do you feel are the biggest challenges for you in incorporating music into your 
general primary school classroom? Prompt: Lack of resources, lack of time in the 
school day (over-crowded curriculum), lack of personal knowledge/ skills, lack of 
confidence. 
8. Do you feel that being aware of the impact your past experiences have had on your 
current attitudes towards music education can change the way you approach it in your 
future practice? Prompt: Does thinking about the impact of your past experiences 
affect the way you think about teaching music in the future? 
Any further comments/ reflections? 
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Appendix D: Ethics Appliation Approval  
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Appendix E: Data Sub-set One: Past Experiences 
 
 
Data Corpus (past experiences) 
I remember singing in the choir and 
practising each week. 
s2   R/P             
during my high school years music was an 
elective that ran once or twice a week, i 
chose to participate in the class as my 
elective during both  year 9 & 10. here i 
performed multiple group pieces and 
worked on my vocal abilities. the teacher 
was a specialist in music this allowing us 
to learn new skills 
s3 MP 
 
 R/P          EMI MST  
I played the violin with a private teacher once 
a week for around two years. She taught me 
a lot in regards to posture and musical notes. 
She was also very supportive and utilised the 
suzuki method which I think suited my 
learning style well. 
s4   R/P        ExEn   MST  
Oh, I do remember a teacher who would 
praise my efforts, comment positively on 
my performance and how she did enjoy 
listening to me play the piano. I was not 
like other children who wouldn't practice 
s5 MP  R/P        ExEn     
I started playing the organ by ear quiet young 
6/7. I played for a year or two then 
proceeded to have lessons. I continued 
playing the organ until grade 10, until my 
studies got very hectic. I have always enjoyed 
music but I was quiet shy growing up and 
very nervous preforming to an audience. I 
was influenced by my mum. 
s6 MP  R/P   LoC/PA    EE ExEn  EMI MST  
In primary school we would have an annual 
end-of-year outdoor Christmas concert, and 
we would spend the months leading up to it 
practicing hymns and Christmas carols to 
perform as a Grade group. 
s7 MP  R/P         CMI    
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Data Corpus (past experiences) 
Creating music with my friends on objects 
other than instruments to experiment with 
sounds. 
s8   R/P C/E         EMI   
Singing in the Festival of Voices was hands 
down the best experiences I've ever had, 
singing in the Federation Concert Hall in front 
of thousands of people was electrifying. We 
had the privilege of working with choirs from 
Japan, USA and Germany in the three years I 
preformed, this gave us great experience and 
friendships that are still maintained to this 
day.   
s9 MP  R/P       EE      
Being part of a musical in grade 6. Whole 
school got together around it, either singing 
or acting or just helping out in some way. 
Performed it in a performing arts centre for 
wider community. Great experience for my 
confidence and team building skills. 
s1
0 
 
MP  R/P       EE      
In lower primary singing 'Maggon the 
Dragon' in music class and singing 'Country 
Roads, take me home' in school assembly.  
s1
1 
MP  R/P             
I played the recorder in primary school, and 
because I excelled more than others I had to 
sit outside and practice at my own pace, with 
the teacher checking on me every so often to 
make sure I was on the right track. 
s1
2 
  R/P        ExEn   MST  
Singing on Fridays with my primary teacher. 
A different song each week. Good fun. All he 
needed was simple strumming. Relaxed 
everybody at the end of the week.  
s1
3 
  R/P       EE      
A specialist guitar tutor would come to the 
school weekly and offer both one on one and 
small group tuition.  In high school students 
were allowed access to the music room and 
equipment in lunch breaks and even after 
school for band practice. 
s1
4 
  R/P          EMI MST  
Data Corpus (past experiences) 
Esk Band from grade 3-6, and the final end of 
year performance with all schools across 
Launceston, performing to all the parents in 
the theatre 
s1
5 
MP  R/P             
Learning the recorder once a week from Prep 
to Grade 2 
s1
6 
  R/P             
Singing in the school choir in years 5 and 6 
competing against other schools 
s1
7 
MP COMP R/P             
Music was not often a part of Education in 
Primary and I completed no music after 
Primary School.  
s1
8 
    VLMI  LMOP         
Preforming in Alice in Wonderland in Year 6 
at school. This was compulsory and every 
student was given a singing solo. We all had 
to dance as well. Everyone really enjoyed the 
experience.  
s1
9 
MP         EE  CMI    
Preforming on the guitar alongside recorders 
at multiple school assemblies. 
s2
0 
MP               
Performing in the grade 6 band at the school 
fair. My family and friends watching and the 
joy that it gave me knowing that they were 
all very proud. 
s2
1 
MP         EE ExEn     
Singing in local competitions for school choir  s2
2 
MP COMP              
Performing s2
3 
MP               
Singing in grade 2 choir at retirement home s2
4 
MP               
Singing in the primary school choir at the 
local Mersey hospital. 
s2
5 
MP               
Performing piano at assembly in year one 
with my out-of-school piano teacher.  I was 
very nervous, but proud when I made no 
mistakes! 
s2
6 
MP     LoC/PA        MST  
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Data Corpus (past experiences) 
In grade 5 and 6 I played the flute and at the 
end of both years we were part of the 
combined Primary School's band at the 
Derwent Entertainment Centre.  
s2
7 
MP               
When I moved to Tasmania, the passion did 
not exist in the Burnie area, and especially 
not in my new school. I eagerly volunteered 
to participate in any school productions or 
eisteddfods, but these were few and far 
between. 
s2
8 
MP COMP     LMOP NE     EMI   
to be able to participate in music in primary 
school meant sacrificing whole lunch breaks. 
made the day too long without a break, and 
made music/choir not enjoyable. /  / High 
school music involved sitting in a dusty dark 
music room learning about Elvis and buddy 
holly. Only had music for half a year for first 
two years, and didn't get to touch an 
instrument until the last few weeks. When 
we did, it was communal recorders that were 
kept in a disgusting bucket of Pino - Clean. 
We spent most the time trying to play 
without actually letting the recorder touch 
our lips.  /  / Music was optional after grade 
8, and many of us chose not to take music as 
we only had two classes we could choose 
s2
9 
      LMOP NE     EMI  L/MA 
Something I really enjoyed doing with my 
family was experimenting with rounds on 
long car trips. Mum would pick the song as 
she knew the least amount of music out of all 
of us, and my sister and I would direct the 
activity. 
s3
0 
   C/E      EE   EMI   
My dad was a music teacher and getting to 
go to his classroom and play around on all 
the instruments was always fun. 
s3
1 
         EE ExEn   MST  
Data Corpus (past experiences) 
When I used to do dancing outside of school, 
the most exciting part was the music that 
was chosen which he had to dance to.  
s3
2 
         EE     L/MA 
I loved music classes, singing and playing 
instruments. I cannot narrow down to one 
specific musical experience, as I have enjoyed 
so many different musical experiences that I 
will cherish 
s3
3 
         EE      
I always remember being told I wasn't good 
enough to play instruments- except the 
drums (and other percussion). 
s3
4 
     LoC/PA  NE ExDis       
In grade four I was excluded from girls choir, 
one of three girls in the grade. This made me 
feel self conscious of my singing voice and 
prevented me from singing in the future. 
s3
5 
     LoC/PA  NE ExDis       
I remember only boys got to play the drums, 
I would have loved to play but I'm unsure 
why they were reserved for the boys, there 
were only a few drums and the girls got 
triangles and other instruments but not 
drums. The same thing applied at high 
school, mostly due to there being only one 
drum kit and one boy in the class who really 
could play the drums. 
s3
6 
      LMOP NE ExDis       
My grandfather would bring out his 
harmonica by the camp fire every year when 
we would go camping and he'd play for all of 
us. 
s3
7 
              L/MA 
Watching Stage shows, eg. Wicked, billy 
Elliott, Chicago, Mary Poppins and more 
s3
8 
              L/MA 
describe one positive musical experience 
from your time at school in Tasmania. I 
honestly couldn’t think of one for music 
that was ever positive 
iA
1 
       NE        
we never had any music, we had choir 
occasionally but it was very… very old 
iA
2 
    VLMI  LMOP NE        
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Data Corpus (past experiences) 
fashioned songs, there wasn’t a lot of 
communication between teachers and 
children as to what, you know, what they 
wanted to sing 
um choir was in the lunch time, so if you 
wanted to do choir you had to give up 
your lunch hour. It wasn’t that enjoyable. 
Singing a bunch of songs that was handed 
to you, there wasn’t any communication 
between us and the choir teacher.. 
umm.. singing like guinea pigs basically 
iA
3 
  R/P     NE     EMI MST  
describe one negative musical 
experience. probably the choir in primary 
school would have been it.. so that if you 
wanted to do it you had to give up your 
lunch hour 
iA
4 
       NE     EMI   
In high school half the music class was 
learning music history which was 
basically, we learnt about Elvis and we 
learnt about Buddy Holly- obviously 
that’s what he [the music teacher] was 
into 
iA
5 
       NE    CMI   L/MA 
we didn’t touch a recorder until the last 
few weeks which was basically.. we got 
given this giant bucket of dirty sanitized 
water and all the recorders that the 
whole school used.. and you’d have to 
um grab one of these and try and dry it 
off as best you could and we were 
expected to put this in your mouth and 
use it.. so.. agh (sigh).. don’t know, it was 
just disgusting.. We spent more time 
trying to play it without actually touching 
it, which you can’t. If you’re worrying 
iA
6 
  R/P    LMOP NE    CMI    
Data Corpus (past experiences) 
about the hygiene and just the grossness 
of it you’re not going to enjoy it. 
did you engage in any musical activities 
outside of school? No I come from a 
family that um music, arts- that’s for rich 
kids um.. it’s just.. wasn’t maths, wasn’t 
science.. wasn’t going to give you a job in 
their idea so wasn’t encouraged and they 
weren’t going to spend their money on it. 
iA
7 
    VLMI  LMOP  ExDis       
Challenges in teaching music. Well just 
simply not having any background, never 
being really actually taught to use an 
instrument in all of my school years um 
not being taught to enjoy it, or not.. 
(sigh).. I’d have to say just not having the 
background 
iA
8 
    VLMI  LMOP NE ExDis       
describe one positive musical experience 
from your time at school in Tasmania. um 
in primary school um grade 5/6- I’m not 
exactly sure there um at Lilydale they had 
a specialized guitar teacher come into the 
school, um who wasn’t a full time teacher 
at the school and offer lessons every 
week for those who were interested. ` 
but I’m pretty sure there was a fair 
spectrum of kids that did get to go and 
do it and that’d either be like a one on 
one lesson or maybe in pairs 
iB
1 
  R/P       EE ExEn  EMI MST  
Why was it positive? Just getting that one 
on one sort of, ah, I suppose tuition at 
that age the one on one stuff just um just 
gave you that bit of like decent grounding 
I suppose in an instrument and allowed 
you to yeah really focus a bit more. 
iB
2 
  R/P       EE    MST  
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Data Corpus (past experiences) 
when we also had music every week but 
that was a whole class thing and when 
we did get instruments it was always kids 
just banging on drums and waving guitars 
around and trying to make as much noise 
or silliness as possible 
iB
3 
  R/P C/E    NE    CMI    
describe one negative musical 
experience. I think whether it was 
directly told to me, I think it probably was 
or just inferred Um at the same school- 
there was a choir. The people who could 
sing, or who were naturally gifted maybe, 
I don’t know.. um were given a lot more 
opportunity and some of the others of us 
were sort of asked to move back in the 
ranks and.. I’m not sure if it’s a feeling or 
an actual memory.. whether we were just 
actually asked to lip-sync a few times 
because of our, ah, um questionable 
voices.. 
iB
4 
     LoC/PA  NE ExDis       
that sort of put me off.. always believed I, 
yeah, couldn’t sing, was a bad singer, um, 
never really tried it again, terribly self-
conscious about it.. never really 
attempted to sing again and um.. well not 
on my own.. and yeah it was something 
that always.. it’s something I’ve always 
sort of wanted to do 
iB
5 
     LoC/PA  NE   
 
     
did you engage in any musical activities 
outside of school? not through primary 
school.. but, um, in early sort of high 
school.. it sort of started off with school, 
um, we had the opportunity to sort of 
make bands and as we went on through 
iB
6 
MP COMP  C/E      EE ExEn  EMI   
Data Corpus (past experiences) 
school there were things like.. used to be 
called the rock challenge and.. which 
were interschool sort of programs, they 
were sort of more in later high school 
when these really got going but even 
before that we were encouraged to form 
groups and um, given the use of the 
music room and facilities for the 
lunchtime or sort of straight after school 
as a consequence of that I did that and 
hung around with some people who were 
better- or more proficient musicians than 
myself, but um.. we sort of organized 
practices and you know.. for our fledgling 
band outside of school but um yeah 
pretty informal sort of stuff but um.. like I 
say later on in um high school there was 
actually a time within school which was, 
sort of, ‘rock band’- I’m not sure if it was 
an actual elective available to everybody 
but it was available to us, when the music 
teacher would actually help us in putting 
songs together 
iB
7 
  R/P C/E  LoC/PA     ExEn  EMI MST  
Was this experience positive? yeah that 
was.. that was good.. once again, like I.. 
well by that stage I wasn’t, yeah, singing 
anything anyway but I was just playing a 
bit of guitar.. and.. rhythm guitar and 
umm.. but yeah, yeah we got going 
alright a few times and like, yeah had 
some good fun 
iB
8 
     LoC/PA    EE      
Final comments. I personally do think it’s 
important and I think that overall I had 
positive experiences but um very aware 
iB
9 
     LoC/PA    EE      
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Data Corpus (past experiences) 
of.. I hadn’t really thought about it 
before, but with yeah the singing 
Describe one positive musical experience. 
Probably school band. I think it would 
have been high school when I was in the 
band. I think just that feeling of being a 
part of something, belonging to a group 
and having a certain level of autonomy I 
guess with what we played and being 
able to perform and, um yeah, just being 
a part of something that was distinct to 
our group. 
iC
1 
MP         EE ExEn     
did you feel supported by the people 
around you to do that? Yeah, yep 
absolutely. 
iC
2 
          ExEn     
I wasn’t particularly good but (haha) 
didn’t practice.. 
iC
3 
     LoC/PA          
Describe one negative experience. I 
would say in primary school, um, and.. I 
think it.. it wasn’t fun, the teacher we 
had just didn’t make it fun.. I think it was 
‘cause I felt like it was about her, more 
than about us and what would be 
meaningful 
iC
4 
       NE      MST  
for example in the- must be grade 5- it 
was the primary school choir but we had 
to, she made us sing Ave Maria in a 
school, like in a um primary school 
competition thing, and all the other 
schools did fun songs and we had to sing 
something that she thought was “just so 
beautiful!” but none of us liked it.. but it 
was yeah very much her perception of.. 
yeah wanting to make herself look good 
iC
5 
MP COMP    LoC/PA  NE    CMI  MST  
Data Corpus (past experiences) 
rather than us actually enjoying the 
experience and getting something out of 
it. 
Did you engage in any musical activities 
outside of school? did piano lessons in 
early primary school but I didn’t 
particularly enjoy that. I was only 7 or 8 I 
think when I had piano lessons and that 
was.. yeah I didn’t really enjoy that 
iC
6 
  R/P     NE    CMI    
once I got to college then the music I did 
was outside of- like it was a school band 
but it was outside of school it wasn’t 
actually a part of the- it was all after 
school and.. umm yeah I didn’t actually 
take it as a subject 
iC
7 
  R/P          EMI   
as I got older certainly I thought that 
school music was positive.. and oh 
actually no I did also.. I was also in a 
choir.. um in high school with mum.. um, 
and that was like, that was more like an 
old peoples choir but I enjoyed that 
(haha) 
iC
8 
  R/P       EE ExEn  EMI   
and also did the thing at church where 
we.. and that was positive, not so much, 
like I actually hated going to church but it 
gave me something to do (haha) 
((inaudible)) do the singing. 
iC
9 
         EE   EMI   
Describe one positive musical experience. 
Choir. I was in the school choir for a 
number of years and really enjoyed it. It 
was just a really nice way to start the day 
singing and with a group of people that I 
enjoyed being with you know it was a 
fairly large group just fun- the 
iD
1 
MP  R/P       EE ExEn  EMI   
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Data Corpus (past experiences) 
performances were fun, the songs were 
good. I just enjoyed the whole experience 
of being in a choir, it wasn’t hard to wake 
up to go early to school for. It was before 
school, um and it was once a week and 
you would go and sing and then there 
was, you know, breakfast afterwards if 
you hadn’t already eaten and 
performances that the school did and it 
was just, yeah, just a nice thing to do. 
Describe a negative musical experience. 
when I was in year 7 I had just moved 
down from a really remote um 
Indigenous community to Scotch so that 
was a massive education difference and I 
had been doing piano lessons through 
primary school but couldn’t do that 
where I lived in the Northern Territory so 
I hadn’t played for 3 years properly and I 
started again and I was.. I felt forced to 
do exams, not by my parents but by the 
teacher and I just, that was really bad 
because I didn’t want to do exams that 
year, I wanted to have time to, like, get 
back into it so I think that was probably.. 
not fun 
iD
2 
MP  R/P   LoC/PA LMOP NE ExDis     MST  
Did you engage in any musical activities 
outside school? , yes piano lessons, by a 
person that’s not affiliated with Scotch. 
iD
3 
             MST  
Was that a positive experience? It was, 
but- I had 2 different teachers, one of 
them was a Scotch teacher and one of 
them was separate, and it was positive, 
um but then unfortunately we had to 
iD
4 
        ExDis EE    MST  
Data Corpus (past experiences) 
stop because organizing it while being in 
a boarding house was very difficult so we 
weren’t able to continue- was positive, I 
really enjoyed it but um it couldn’t 
continue with how it was going 
my parents always had music on and they 
were the ones that started us with piano 
lessons when we were 5 and um you 
know my mum says that she regrets that 
she didn’t like, sing to us, you know 
nursery rhymes and stuff like that 
iD
5 
          ExEn CMI   L/MA 
music was a fairly big part of my 
education and childhood 
iD
6 
          ExEn     
Final comments. I just remember music a 
lot from school and I know I just found it 
a really enjoyable experience. 
iD
7 
         EE      
  MP COMP R/P C/E VLMI LoC/PA LMOP NE ExDis EE ExEn CMI EMI MST L/MA 
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Data Corpus (current attitudes) 
Participants A, B, C & 
D) 
Data Excerpt  SMTR GTR PR MI SLT ME MTB CSME CISM DIMS PAtHG LoE/S LoSS LoC/H SLI SLA PUNI 
Whose responsibility to 
teach music? ).. well 
you would hope that 
there would be some 
good specialist teachers 
but I think um.. like I 
know those resources 
are very strained and 
um a lot of.. they’re 
completely lacking all 
together in most 
schools 
iA9 SMTR                 
general teachers should 
be educated more in 
the arts so that they can 
um use it throughout 
their classrooms. Like I 
don’t see why it can’t 
be a regular thing 
throughout the day.. 
like even when you just 
come into the 
classroom, just spend a 
few minutes doing the 
backward and forward 
rhythm repeating 
iA10  GTR  MI           SLI   
I would say the general 
teacher but I think there 
should be um more 
specialist teachers to 
take it further, 
iA11 SMTR GTR             SLI   
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Data Corpus (current attitudes) 
especially when you’ve 
got, you know um I 
suppose your gifted 
students that want to 
learn more instruments 
Do you think 
incorporating music will 
be beneficial? I do now 
um I wouldn’t have 
thought about it too 
much um before I had 
children and um.. my 
son’s autistic so he had 
a lot of um 
communication.. major 
communication delays 
and so do some of my 
other children and 
music’s good because 
you get that.. um 
backward and forward 
conversation going that 
doesn’t actually require 
words 
iA12    MI              
with a lot of their early 
intervention they’d 
often do a lot of 
activities where they’ll 
do.. like you shake the 
maraca and then the 
next person would or.. 
they’d use music as um 
a way to teach them 
that very basic um 
iA13     SLT             
Data Corpus (current attitudes) 
conversation taking so 
that’s when I first 
started um realizing 
how valuable music was 
coming to uni and um 
doing the arts 
education with Kylie 
who’s um basically just 
turned around my ideas 
of what music 
education… like it 
would have been great 
if she was one of my 
teachers , it just really 
shows what music 
education should be in 
classes, not just, you 
know, standing in a line 
and singing songs that 
you hate 
iA14                 PUNI 
How confident do you 
feel to teach music to 
your future students? I 
could.. Like in early 
grades, like if um.. like 
percussion- I’d be pretty 
confident to introduce 
things like that um.. 
even the, um, some 
simple ostinato style 
things 
iA15        CSME CISM         
I do plan on actually 
learning a few 
instruments myself 
iA16          DIMS        
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Data Corpus (current attitudes) 
‘cause I would really like 
to introduce that, um.. 
particularly using 
instruments that are 
affordable to have in 
the classroom 
Biggest challenges. Well 
just simply not having 
any background, never 
being really actually 
taught to use an 
instrument in all of my 
school years um not 
being taught to enjoy it, 
or not.. (sigh).. I’d have 
to say just not having 
the background 
iA17            LoE/S      
probably having a 
school that doesn’t 
value it 
iA18             LoSS     
Whose responsibility to 
teach music? .. I’ve got 
little kids and I.. yeah, 
walk around singing to 
‘em and they sing back 
to me and.. you know, 
we don’t sing well but I 
think.. I think music is 
really important and I 
would encourage it to 
be taught from as early 
as possible 
iB10   PR               
once you’re in school 
especially, like, I’m 
iB11  GTR  MI              
Data Corpus (current attitudes) 
doing primary 
education and as a 
primary teacher when I 
come out whether I’m 
teaching prep or grade 
6 I believe the teacher- 
the main teacher- 
should teach at least 
some music 
even if it’s just, you 
know, a bit of 
appreciation or you 
know picking things 
apart 
iB12                SLA  
I think the more 
specialist music 
teachers we can get 
into the school system 
um, the better because 
I think that that one on 
one and that specialist 
training does help 
iB13 SMTR                 
I don’t know that every 
teacher who comes out 
of doing, what, 2 units I 
think, in our primary.. 
one and a bit or 
whatever.. yeah.. of 
music is really going to 
be confident in teaching 
music especially if 
they’re not really 
involved and engaged in 
music themselves. 
iB14            LoE/S  LoC/H    
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Data Corpus (current attitudes) 
Do you think 
incorporating music will 
be beneficial? yeah 
absolutely ‘cause, ah, 
you can just use music 
for so much and I think 
if it’s used correctly it 
can be like really 
engaging for students. 
Maybe use it at those 
times of the day when 
children do start to 
disengage otherwise. 
iB15    MI  ME            
I think it’d be really 
positive for me as long 
as I can um probably 
learn a bit more singing 
between now and then. 
iB16          DIMS        
How Confident do you 
feel to teach music? not 
probably super 
confident at the 
moment.. like I’m a first 
year student.. um.. 
um… I guess that given 
some structure and, 
well, scaffolding myself- 
something to work 
with, I’d be um, if not 
confident then at least 
excited and keen to give 
it a go 
iB17           PAtHG LoE/S  LoC/H    
when I came through, 
like I’ve been doing a bit 
iB18            LoE/S      
Data Corpus (current attitudes) 
of music lately, and 
even the ‘ta ta ta’s’ and 
‘ti ti ti’s’ and things that 
they use these days- I’m 
not at all familiar with 
that sort of stuff 
I think there’s a bit of 
fundamental stuff that 
I’d like to sort of get 
under my belt 
beforehand 
iB19          DIMS    LoC/H    
I think I could hopefully 
get through it. 
iB20           PAtHG       
Biggest challenges. on a 
personal level probably 
um, I’d like to have 
more ah, basic skills in 
music even though I 
know that um a lot of 
primary stuff is just very 
basic percussive, that 
sort of stuff but.. like I.. 
I play a bit of guitar but 
that’s something I’d like 
to really get going with 
and have a bit of a 
repertoire of um, kids 
songs.. I don’t play 
piano at all, if I ever 
found some spare time 
it’d be nice to be able to 
do that 
iB21        CSME CISM DIMS PAtHG LoE/S      
in a school, I mean, I 
suppose you’re limited 
iB22             LoSS     
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Data Corpus (current attitudes) 
a little bit by um, time, 
curriculum and.. well, 
the school itself and the 
emphasis that they 
place on it and I think 
that they could be real 
obstacles just 
depending on um, yeah 
Principals and school 
structure- like whether 
you’re given enough 
time and 
encouragement to do it 
I personally do think it’s 
important.. really 
encouraging kids to 
have a go at stuff 
iB23         CISM         
Whose responsibility is 
it to teach music? I 
think it’s something 
that should be 
integrated 
iC10    MI              
certainly in primary 
school I think that’s a 
responsibility of the 
classroom teacher. I 
think the actual 
classroom teacher does 
have a responsibility to 
introduce children and 
encourage um musical 
um activities and 
enjoyment of music. 
iC11  GTR                
Data Corpus (current attitudes) 
I think it’s important to 
have a dedicated music 
teacher for the 
additional exposure and 
experience 
iC12 SMTR                 
Do you think 
incorporating music will 
be beneficial? 
Absolutely. I think music 
can just be so engaging. 
iC13    MI  ME            
that shared experience 
that children have 
together when they’re 
participating in 
something like that. You 
know that whole thing 
of being in a choir 
where it’s just a big 
group that everyone 
feels as one and I think 
that’s a real benefit um 
in a classroom that, if 
you can create that 
environment the rest all 
falls into place I think. 
iC14       MTB           
it can overlap in so 
many ways um you 
know even if it’s a song 
about learning the 
times tables or if it’s um 
you know relating 
directly to literacy you 
know with a poem or 
something 
iC15    MI SLT             
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Data Corpus (current attitudes) 
I think it just adds that 
extra little bit of 
interest and enjoyment 
rather than focusing 
purely on academic and 
I think it reaches a 
greater, reaches a wider 
range of students that 
might otherwise feel a 
little um you know 
disengaged with the 
normal um the normal 
learning environment 
iC16      ME            
How confident do you 
feel to teach music? .. I 
feel reasonably 
confident but I’m also 
realistic in knowing that 
I don’t have much 
experience or really any 
in teaching that so it’s 
certainly going to be a 
steep learning curve, 
um but I’m quite 
positive about it and I’m 
quite um positive about 
my ability to do that 
and being able to work 
out, you know, the best 
way to incorporate that 
into my classroom 
iC17         CISM DIMS PAtHG LoE/S      
Biggest challenges. I 
think on a basic level- 
depends on the grade 
iC18        CSME          
Data Corpus (current attitudes) 
I’m teaching um I think 
in lower primary school 
it will be relatively easy 
Depends on how 
supportive the school 
are and that.. whether 
they think it’s 
something that’s 
beneficial or whether 
they allow the 
autonomy of the 
classroom teacher to 
make those decisions 
or, you know, try and 
push their own views on 
the teachers a little bit. 
iC19             LoSS     
Whose responsibility is 
it to teach music? I 
think obviously music 
teachers, and I just 
think teachers in 
general because I know 
music is just 
incorporated into so 
much of primary 
schools you know, they 
use it, you know, put a 
song on while they’re 
doing work or they 
learn a song for English 
or their assembly 
iD8 SMTR GTR  MI SLT             
I think a big part is um 
at home 
iD9   PR               
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Data Corpus (current attitudes) 
Do you think that 
incorporating music will 
be beneficial? I do, 
yeah. I do, I think um 
music is hard to avoid, 
especially when you’re 
so young, you know, 
children hear it 
everywhere, and 
studies have shown- as 
we’re talking about now 
in class that it’s 
beneficial for students 
retention and all that 
kind of thing and they 
get enjoyment out of it 
iD10    MI SLT ME            
singing a song for 
assembly or having a 
project and making a 
song for it 
iD11     SLT             
How confident do you 
feel to teach music? not 
particularly.. hopefully 
it improves with time 
iD12            LoE/S  LoC/H    
I’m comfortable, you 
know, singing a song 
and, you know, getting 
them to sing along or 
something like that 
iD13         CISM  PAtHG    SLI   
but if it was actually 
properly teaching music 
that would be a 
different story. Actually 
sitting down, teaching 
iD14            LoE/S  LoC/H SLI   
Data Corpus (current attitudes) 
notes and how to sight 
read and how to play a 
certain instrument, that 
kind of thing because I 
just don’t have that 
knowledge to be able to 
teach someone. 
Biggest challenges. 
probably confidence I 
guess um it’s all well 
and good to say “oh 
yeah, I’d love to 
incorporate music into 
it”, it’s just having the 
confidence to actually 
do it, and know that 
what it’s doing is 
beneficial to the 
students and their 
learning and all that 
kind of thing 
iD15     SLT         LoC/H    
I suppose the school 
that you teach at, 
because depending on 
what their views are 
about music that would 
be a challenge, if you 
know, they said “no we 
don’t want to teach 
music”, “we don’t want 
music to be a part of 
the education” so 
obviously that would be 
a huge thing to kind of, 
iD16             LoSS     
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Data Corpus (current attitudes) 
battle your way 
through. It’s a shame 
some schools don’t 
offer it as a subject. 
  SMTR GTR PR MI SLT ME MTB CSME CISM DIMS PAtHG LoE/S LoSS LoC/H SLI SLA PUNI 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
